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ABSTRACT

CITIZENSHIP DEVELOPMENT OF CHINESE IMMIGRANT YOUTH
IN THE UNITED STATES
He Qin, Ed.D., 2016
Northern Illinois University
Department of Literacy and Elementary Education
Eui-Kyung Shin, Dissertation Director

There has been a rapid increase of Chinese immigrant youths enrolling in U.S. higher
educational institutions. The question of how college-level Chinese immigrant youths develop
their citizenship is critical to American educators in order to provide better civic preparation. The
present mixed-method study investigated Chinese immigrant youths’ citizenship development in
areas of identity, attitudes, engagement, and knowledge. The participants were over 100 collegelevel Chinese youths who were born abroad or whose parents were born abroad. In Phase I of the
study, a modified nominal group technique (MNGT) explored the characteristics of different
developmental areas of citizenship among the participants. One-on-one telephone interviews
were conducted to explain how life experiences influence citizenship development. Phase II of
the study utilized an online survey which investigated the relationships between the identities
and citizenship development. Result of this research shows that Chinese immigrant youths have
unique development of citizenship. The feelings of belonging to the cultural community and the
national state were associated with different development aspects. The research helps American
educators understand how youth citizenship development is influenced by cultures and the
different understandings of good citizenry across social groups.
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CHAPTER 1
INTRODUCTION

For Martin Luther King (1947), the goal of education was intelligence plus character. He
believed that the function of education is to teach people to think intensively and critically so
mental life would be protected from “legions of half-truths, prejudices, and propaganda” (para.
3). King's understanding of education contains the ideas of democracy, which empowers people
with knowledge and freedom to explore the world and develop necessary skills for individuals to
critically question life and society. Educational scholars have been endeavoring to meet this
democratic demand in citizenship education for 100 years (Banks, 2007; Dewey, 1916; Parker,
2003). According to these scholars, what should be taught in schools should enhance democratic
education to sustain a democratic society.
However, there is no consensus on what a democratic society looks like and how to
achieve it (Banks, 2008; Parker, 1996). Scholars who reject assimilation and emphasize group
identity and cultural rights believe that balancing diversity and unity is an important goal for
democratic nation-states and for teaching and learning in a democratic society (Banks, 2007,
2008; Gutmann, 2003, 2004; Parker; Rosaldo, 1994).
Traditionally, cultural diversity is believed to be either a threat to democracy in the
United States or is ignored by an emphasis placed on individual freedom (Abowitz & Harnish,
2006; Banks, 2007; Parker, 1996). Holding different views, cultural theorists oppose the
traditional views and believe that individuals are integrated parts of certain cultural groups
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(Banks, 2007, 2008). With the feeling of belonging to certain cultural groups, people develop
their personal and social identities from shared traditions and intersubjectively recognized
desires and interests (Scott & Lawson, 2001). For example, the descendants of early Chinese
immigrants in the U.S., who may not be able to speak Chinese languages or know a lot about
their home origins, may still keep the family traditions and celebrate the Spring Festival. This
holiday is not only a symbol of Chinese culture; it is also valued because of the emphasis on the
family and bringing families together (Kane, 2002). Because of being a member of ethnic
groups, individuals may hold particular views about how society should be organized and what
the good life consists of (Scott & Lawson). These beliefs differ, and therefore, it is important for
a democratic society to respect people from diverse cultural groups and to benefit from cultural
differences (Banks, 2007, 2008; Gutmann, 2003, 2004; Parker, 1996; Rosaldo, 1994).
Cultural theorists believe that ethnic culture has a profound influence on immigrant
youths1 (Berry, Phinney, Sam, & Vedder, 2006, Li, 2012; Ngo, 2008; Phinney, Horenczyk,
Liebkind, & Vedder, 2001). Based on the cultural theorists’ view of democracy, citizenship
education should reflect the home cultures and languages of students from diverse groups to
prepare students to acquire the knowledge, skills, and values needed to function in their cultural,
nation-state, and the global community (Banks, 2008). Although schools are the one of the
places for youth to learn about citizenship, research shows that American educators are not
adequately prepared to help students develop their citizenship due to the lack of knowledge about
diverse cultural backgrounds (Banks, 2007; Ngo, 2008; Rosaldo, 1994).

1

According to the National Civic and Political Health Survey (CPHS) conducted by the U.S. Department
of Education and Center for Information and Research on Civic Learning and Engagement (CIRCLE), youth refers
to individuals who are 15-25 years old (Lopez & Marcelo, 2008).
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Emphasizing cultural influences, the term immigrant in the dialogue of youth
development is broadly defined as a foreign-born person or a person who was born by foreignborn parents (Berry et al., 2006; Costigan, Koryzma, Hua, & Chance, 2010; Ngo, 2008; Stepick,
Stepick, & Labissiere; 2008). Immigrants are categorized as first-generation immigrants (i.e.,
those who were born in country of origin and arrived after the age of 12) (Stepick et al., 2008),
1.5-generation immigrants (those who were born abroad but who came to the United States
when they were less than 12 years old but older than age 7) (Berry et al., 2006; Stepick et al.),
and second-generation immigrants (those born in the receiving country or who arrived before the
age of 6) (Berry et al.).
Immigrants to the U.S. have made great contributions to the prosperity of this country.
For example, over a third of the Nobel laureates who won their prizes while working in the U.S.
were foreign-born, and about 40 % of the Fortune 500 firms (such as Google, Intel, Yahoo,
eBay, and Apple) were started by first- or second- generation immigrants (Teich, 2014). The first
wave of Chinese immigration was from 1850 to 1880 (Hooper & Batalova, 2015). In this period,
China was governed by Qing dynasty. It was closed to the end of Qing and the society was
unrest. Some Chinese moved from the south China, primarily from Canton province, to west
regions of the U.S. Many of the early Chinese immigrants took low-skilled jobs as manual
laborers in mining, construction, agriculture, manufacturing, or service industries (Hooper &
Batalova, 2015). The early Chinese immigrants experienced ethnic discrimination in American
society at that time. In 1882, U.S. Congress even passed the Chinese Exclusion Act. It prohibited
Chinese labor migration and excluded Chinese residents from obtaining U.S. citizenship.
Since the First Opium War between the United Kingdom of Great Britain and Ireland and
the Qing Empire, China was in a period of war for over a century. Qing dynasty fell in 1912
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because of corruption, peasant unrest, and foreign invasions from European countries and the
Japan. After that, there were warfare between various warlords, the Anti-Japanese War, and the
Civil War. Until 1949, the Civil War ended with the Communist Party in control most of China
and the Nationalist Party controlling Taiwan and some surrounding islands. Today, there is still
no cease-fire agreement between the Communist Party and the government of Taiwan. However,
people of mainland China and Taiwan started to reconnect with each other through shipping,
fights, and mail since 1980s. Hong Kong and Macau were colonies of foreign countries since
Qing dynasty and returned to China in late 1990s. Due to the One Country Two Systems Policy
proposed by President Deng Xiaoping, Hong Kong and Macau are retaining their original
economic and political systems after being reunified with rest of the country. Therefore,
mainland China is a socialist society and Taiwan, Hong Kong, Macau are capitalist societies.
Although people of Chinese ethnicity were from different social, political, and economic
systems, there were still culture values shared them (Fan, 2000). According to Fan (2000), these
values are about human relationships, social structures, virtuous behavior and work ethics. They
are primarily shaped by Confucianism emphasizing the value of education, virtue and selfcultivation (Yao, 2000). Confucius believed that the goodness of people can be taught and learnt
in a society and harmony and peace can be achieved under the guidance of wisdom (Yao, 2000).
Confucianism is the foundation for Chinese culture (Fan, 2000).
There has been a rapid increase in the Chinese immigrant population in the U.S. since the
1960s. It is the second wave of Chinese immigration. Since the Immigration and Naturalization
Act (INA, 1952) repealed the national origins quota system and established a system based on
the reunification of families and needed skills, the number of Chinese immigrants has increased
rapidly in the following decades. Foreign-born Chinese Americans in the US doubled between
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2000 and 2010 (United Nations, 2013). It reached 2.2 million in 2010, which means over two
million foreign-born Chinese have a place to live and sleep most of the time in the U.S. (“How
We Count America,” n.d.). The Chinese-born are the second-largest immigrant group in the
country, accounting for about 5% of the total foreign-born population as of 2010, which includes
people who reported their country of birth as China, Hong Kong, Macau, Paracel Islands, or
Taiwan (Gryn & Gambino, 2012).
With the broad definition, college-level immigrant youths in the U.S. include
international students, permanent residents, naturalized citizens, undocumented youths, and the
American-born second-generation immigrants. According to the Immigration and Nationality
Act (INA; 1952), an international student is an alien who is living in the U.S. and qualified to
pursue a full course of study entering the United States temporarily and solely for the purpose of
pursuing his or her study. A permanent resident is an alien who is lawfully admitted to
permanently residing in the U.S. in accordance with the immigration law (INA, 1952). A
naturalized citizen is a person of American nationality owing permanent allegiance to the U.S.
after birth (INA, 1952). Undocumented youths are foreign nationals residing in the U.S. without
legal immigration status (USLeagal, 2016). The undocumented youths either entered the U.S.
without inspection and proper permission from the U.S. government or entered with a legal visa
that is no longer valid. It is difficult to track undocumented immigrants in college since most of
the states treat them as international students and many undocumented youths prefer to hide their
experience (Chan, 2010). The American-born second-generation immigrants are native born in
the U.S. by parents who are first-generation immigrants.
In 1990, about 42,000 Chinese international students enrolled in U.S. colleges (U.S.
Census Bureau, 2012). The number was 153,000 in 2010 (U.S. Census Bureau). Students who
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were born abroad with permanent residency or citizenship and second-generation Chinese who
were born in the U.S. to immigrant parents were not included. As a result, the immigrant youth
population in U.S. higher education is even larger. The number of this population may continue
to grow with the upward trend of Chinese immigrant students, especially those from mainland
China, in K-12 sites. In 2005, there were only 639 Chinese from mainland China enrolled in U.S.
high schools (Associated Pres in Beijing, 2014). In 2013, China had sent about 31,889 highschool age Chinese students to the U.S (Associated Press in Beijing). In 2006, there were only 65
Chinese students enrolled in U.S. middle schools, and the number reached 6,725 in 2011 (Study
in the States, 2013). By 2010, about 7% of the foreign-born Chinese in the U.S. were 15 years
old and younger (McCabe, 2012).
The immigrant youths with different immigration status and developmental paths are
living in the U.S. As individuals, they are members of their ethnic groups and the national-state.
They need to learn how to live in the American society no matter if they have the American
nationality. Also, they should know how to function in the ethnic community whether they plan
to go back to home origins or not in the future. For the well-being of young adults and American
society, attention needs to be paid to citizenship development of the immigrant youths.
This research study focused on Chinese immigrants, examining how college-level
Chinese immigrant youths develop citizenship in the U.S. More specifically, it explored how
Chinese immigrant youths identified themselves, what attitudes they held toward good
citizenship, how they engaged in community life, and what knowledge they valued. Furthermore,
this study examined the relationships between Chinese immigrant youths’ identity and their
citizenship development in areas of identity, attitudes, engagement, and knowledge.
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Conceptual Framework

The conceptual framework for this study is based on a refined concept of citizenship
provided by Enslin (2000) and the cultural theorists’ view of citizenship (Banks 2007, 2008;
Gutmann, 2003, 2004; Parker, 1996; Rosaldo, 1994) as well as psychological and educational
theories on citizenship development (Bertelsen & Flanagan, 2005; Flanagan, Beyers, &
Žukauskienė, 2012; Sherrod, Flanagan, & Youniss, 2002).

Concept of Citizenship
In order to understand the meaning of immigrant youths’ citizenship development, it is
necessary to clarify the concept of citizenship. The meaning of citizenship has been shaped over
time and changed through different contexts. Different scholars may have different
understandings of the meaning of citizenship based on their beliefs and views.
Refined Concept of Citizenship

This study is based on a refined concept of citizenship provided by Enslin (2000).
Citizenship in a democracy is comprised of five features:
First, citizenship bestows on an individual the status of membership of a territorially
defined political unit in which reciprocal rights and responsibilities are exercised on equal
terms with fellow citizens. Second, and relatedly, citizenship confers identity on an
individual, an awareness of the self as a member of a collective with a shared political
destiny, and desirably a shared political culture, which defines the citizen rights and
responsibilities exercised with fellow members of that political collective. This Identity
includes, third, a set of values, usually interpreted as comprising a commitment to the
common good of the political collective… Citizenship in a democracy involves, fourth, a
degree of participation in the life of the polity, reflecting the citizen’s assumption that
she is a political agent, rather than an object of that policy…For such activities a citizen
needs, fifth, knowledge and understanding of political and legal principles, an
awareness of current events, the success of state policy, to make known her needs and
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wishes as a citizen, and to assess whether the state is responding adequately to them and
to those of other citizens. (p. 149, emphasis from original)
Since researchers frequently use attitudes referring to values (Anglin, Johnson-Pynn, & Johnson,
2012; Bogard & Sherod, 2008) and engagement referring to participation (Flanagan, Beyers, &
Žukauskienė, 2012; Lopez & Marcelo, 2008), this study used the terms of attitudes and
engagement instead of values and participation. Theoretically, citizenship in a democracy
includes membership, identity, attitudes, engagement, and knowledge. An example is a Chinese
youth who came from Taiwan and enrolled in a U.S. college; she lives in the school dormitory as
a member of the U.S. society. She identifies herself as Chinese or Taiwanese and a U.S. student.
She believes she should work hard at school, be filial to her parents, and be responsible for
paying the tuition and school fees. She helps newcomers who have language barriers and
volunteers to help elder people at the local church. She reads about events in the U.S. and
Taiwan to keep herself updated with what is happening around her. This female has a
membership in the U.S. and a membership in Taiwan. She holds her citizenship and responds to
the memberships through identifying herself as a Chinese student in the U.S., committing to help
others in the U.S. community, engaging in activities that may improve the community life, and
trying to gain knowledge that is important for her to live with the memberships.

Cultural Theorists’ Views of Citizenship

Discourse is regarded as a body of rules and practices that govern meanings in a
particular area (Foucault, 1971). According to Abowitz and Harnish (2006), there are seven
citizenship discourses in the U.S. They are civic republican, liberal, feminist, cultural, queer, and
reconstructionist, as well as critical and cosmopolitan discourses. Civic republican discourse and
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liberal discourse are the two traditional discourses that have been influencing people’s beliefs
regarding citizenship for a long time. Civic republican discourse advocates the cohesiveness and
unity of the society as well as the love for one’s political community. Liberal discourse focuses
on liberation and individual rights. However, neither of them takes into account the influences
culture has on individuals.
When people feel they belong to the same group, they may hold particular views of how
society should be organized and what the good life consists of (Scott & Lawson, 2001). Cultural
citizenship discourse serves as a guide for understanding citizenship in a multicultural society.
Under this discourse, group identity and cultural rights are emphasized with encouragement for
unity as well as diversity (Banks 2007, 2008; Gutmann, 2003, 2004; Rosaldo, 1994; Parker,
1996). The diversity of Asian culture has been recognized by some researchers (Lee, 1994; Li,
2012); however, it is common that educators see Asian students as a whole without considering
the different developmental process students have within various cultural origins (Ngo, 2008). In
order to understand cultural influences on youth citizenship, it is necessary to explore the
subcultures among Asian culture groups, such as Indian, Chinese, Japnese, Korean, Vietnamese,
and Indonesian. Diverse cultures enrich the meaning of citizenship as well as the content of
citizenship education in a democratic society.
Citizenship Development

Citizenship is developmental, which is supported by both psychological theorists
(Bertelsen & Flanagan, 2005; Flanagan, Beyers, & Žukauskienė, 2012; Sherrod, et al., 2002) and
educational theories (Banks, 2004, 2007; Malin et al., 2014; Torney-Purta et al., 2000). Arguing
that youth today have different types of civic participation than previous decades, psychological
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theorists believe that youths’ civic/political development is influenced by their socialization
experience, which is related to their families, races, and religions (Bertelsen & Flanagan;
Flanagan, et al.; Sherrod, et al.). Cultural contexts have great influence on the process by which
youth recognize themselves, hold particular attitudes, and engage in civic activities. From a
different perspective, educational researchers believe that good citizenry can be shaped through
citizenship education, which highlights the formation of civic identity as well as the cultivation
of civic knowledge, skills, and values (Banks; Malin et al.; Torney-Purta et al.). With special
attention paid to citizenship education for students from diverse cultural groups, Banks (2007)
claims that helping students acquire cultural identification is one of the major goals of
multicultural citizenship education.
An understanding of citizenship with a refined definition of cultural citizenship discourse
and a development of citizenship explained from social-psychological and educational
perspectives served as the framework guiding this research study. Each of the components is
elaborated in Chapter 2.
Problem Statement

Global migration brings challenges to schools and educators in the U.S. (Banks, 2008).
On the one hand, educators usually hold Western ideologies and may not pay attention to the
cultures and values of diverse immigrant students (Banks). On the other hand, belonging to a
certain ethnic group is one of the important aspects of immigrant youths’ lives that has a
profound influence on their development (Berry et al., 2006; Li, 2012; Phinney, 2004). Without
the “insider knowledge” due to similar life experiences and cultural backgrounds, it is difficult
for teachers to have a deep understanding of the cultural experiences of the immigrant learners
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(Villegas & Irvine, 2010). Educators tend to promote student acquisition of certain American or
democratic values, which are drawn from Western thought and culture without consideration of
the cultural values the Chinese immigrant students and other minority students bring to school
(Hursh, 2000). There is not enough support for these students to understand their multiple and
complex identities and to develop the decision making and social action skills.
Take the phenomenon of silence among Asian students in Western countries as an
example. Asian students, especially Asian immigrant students, have been largely depicted as
passive recipients and quiet learners, appearing reluctant to adopt active roles in classroom
discussion (Zhou, Knoke, & Sakamoto, 2005). Lack of language proficiency is perceived as one
major factor for Asian students being silent in classroom discussion (Lee, 2009). Another
significant factor that has long been used to explain the silence and reticence of Asian students is
Confucian Heritage Culture (CHC), especially Japanese, Korean, and Chinese (Zhou, Knoke, &
Sakamoto, 2005). Through classroom ethnographies, Ellwood and Nakane (2009) presented the
perspectives of Australian teachers and Japanese students on speech and silence. It showed that
most of the Australian teachers in this research perceived silence as a lack of competence or
commitment instead of a cultural phenomenon. There is a gap between Western teachers’
understanding of being silent and Asian students and students’ beliefs about being silent during
classroom discussion. Cultural gaps like this exist in immigrant youths’ daily life. Many of the
gaps may not be noticed, which needs to be addressed by educators through listening to youths’
voices.
In reality, Chinese immigrants are not given enough opportunities to express their values,
beliefs, and help people know about their life experiences. The need for citizenship education for
Chinese immigrants is overlooked by educators. For example, if a professor thinks immigrant
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students are foreigners who have limited English proficiency and knowledge of U.S. society, he
or she may not provide opportunities for immigrant students equal to the native students during
classroom discussions. Or the professor may not facilitate discussions with the intention of
including the immigrant students. In addition, because of the well-known model minority
stereotype of Asian Americans, many educators believe the Chinese students are problem free
since they usually submit their homework on time and get good grades (Li, 2012). These
educators fail to see that the Chinese immigrant youths are struggling to learn how to live in the
U.S. as Chinese.
Also, some immigrant students lack the sense of belonging to the national community
(Banks, 2008). They are structurally excluded by the social, cultural, economic, and political
systems in the nation-state and fail to internalize the national values and feel responsible for
protecting the nation (Banks, 2015). Many Chinese immigrants feel confused about their identity
as an immigrant in the U.S. Many Chinese international students refuse to call themselves
immigrants. That they are afraid to say they are immigrants might be related to American
immigration policies. The most common reason for denial of a U.S. visa application for Chinese
students is that they cannot prove that they have no immigration plans (YNET, 2001). They are
reluctant to see themselves as immigrants, even though a lot of them may not know if they will
stay in the U.S. in the future.
Individuals with both strong ethnic identity and strong national identity are considered to
have a bicultural (or integrated) identification pattern (Berry et al., 1989; Phinney & DevichNavarro, 1997). The bicultural identity is believed to promote the most healthy psychological
(e.g. life satisfaction and self-esteem) and sociocultural adaptation (e.g. social adjustment and
behavior problems) (Berry et al., 2006). This identity pattern might be related to youths’
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citizenship. When these immigrant students do not feel they belong to the larger society, it could
be questioned how passionate they are about participating in the civic life and making a
commitment to improving and shaping the communities’ future. Being young adults, immigrant
youths are in the process of learning how to be good citizens. It does not matter where they are
staying and where they will be in the future, they have to learn this lesson during this life period.
However, American schools and educators are not sufficiently prepared to help their minority
immigrant students function well in their ethnic groups, the national community, or the
globalized world (Banks, 2007, 2015).
Among the research on youths’ citizenship development, more attention needs to be paid
to Chinese immigrant students because of the rapid growth of its population. Chinese immigrants
were seldom included in discussions about citizenship, citizenship education, and civic
development. They were grouped with either Pacific Islanders or with all other ethnic groups in
discussions. Although there is a rapid growth of the Chinese immigrant youth population in the
U.S., studies of Chinese immigrant youths are limited in field of identity development and
cultural influences on academic achievement (Li, 2012; Yip & Cross, 2010). There is also a lack
of attention to their citizenship development.
As a result, there are several issues related to the citizenship development of Chinese
immigrant youths. First, there are cultural gaps between Western educators and Chinese
immigrant students, which causes students to struggle to adapt to the accommodating national
society. Second, the educational needs of Chinese immigrant students might be overlooked due
to a marginalized situation and the model minority stereotype. Third, more attention should be
paid to the citizenship development of the Chinese immigrant youths. As young adults, they are
still learning how to be good citizens in the U.S. and in their cultural communities.
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Purpose of the Study

The purpose of this study was to examine how being Chinese descendants and living in
the U.S. influences the citizenship development of college-level Chinese immigrant youths.
Culture is an important factor influencing youth citizenship development (Haste, 2004; Sherrod,
2003). Because of massive global migration, cultural differences will not disappear; instead,
cultural heritage may persist from generation to generation among immigrants (Li, 2012). A
well-known phenomenon presented by Li (2012) is that overseas Chinese are living in a more
traditional way than the Chinese people who have always lived in their homeland. She argues
that the cultural beliefs interwoven with individual identity and cultural models continue to serve
as resources for immigrant children's development. How Chinese immigrant youths develop
citizenship in areas of identity, attitudes, engagement and knowledge as members of the Chinese
ethnic group and the American national community is a major focus of this study.
Research Questions

Three primary research questions with related sub-questions drove this study:
1. How do college-level Chinese immigrant youths in the U.S. develop citizenship?
a. How do they identify themselves — as Chinese2 and as American? (Identity)
b. What are their attitudes toward good citizenship? (Attitudes)
c. How do they participate in their civic life? (Engagement)
d. What knowledge do they feel is important for their citizenship development?
(Knowledge)

2

According to the U.S. Census Bureau, first-generation Chinese immigrant can be people who reported their
country of birth as China, Hong Kong, Macau, Paracel Islands, or Taiwan (Gryn & Gambino, 2012).
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2. What are the relationships between the level of Chinese immigrant youths’
Multigroup Ethnic Identity Measure (MEIM) (Roberts et al., 1999) and the four
features of citizenship development?
a. What is the relationship between the level of Chinese youths’ MEIM and their
Chinese identity?
b. What is the relationship between the level of Chinese youths’ MEIM and their
attitudes toward good citizenship?
c. What is the relationship between the level of Chinese youths’ MEIM and their
civic engagement?
d. What is the relationship between the level of Chinese youths’ MEIM and their
value of knowledge that may help them to live in the U.S. as Chinese?
3. What are the relationships between Chinese immigrant youth identification pattern
and their citizenship development?
a. What is the relationship between Chinese youths’ identification pattern and their
ethnic identity and American identity?
b. What is the relationship between Chinese youths’ identification pattern and their
attitudes toward good citizenship?
c. What is the relationship between Chinese youths’ identification pattern and their
civic engagement?
d. What is the relationship between Chinese youths’ identification pattern and their
value of knowledge that may help them to be Chinese and American?
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Significance

This study on Chinese immigrant youth presents an investigation of how Chinese
immigrant youths learn to be citizens in the U.S. In previous research on immigrant youths’
citizenship development, Chinese are usually studied collectively with other Asians or other
minority students (Coley & Sum, 2012; Torney-Purta, Barber, & Wilkenfeld, 2007). Exploring
four features of citizenship development, this research showed how Chinese immigrant youth
identified themselves as Chinese and American, their attitudes toward good citizenship, the way
they engage in their civic life, and the knowledge that were perceived as important by them.
The information collected from Chinese immigrant youth will help to bridge the cultural
gaps between American educators and Chinese immigrant youth, which may enrich U.S.
educators’ curriculum with regard to citizenship education. Demographics suggest that the U.S.
population is becoming more diverse as the immigration rate from Asia, Latin America, and the
Caribbean, continues to increase. However, with a history of exclusion, discrimination, and
stereotyping for people of color, the U.S., as a country established by and for white Europeans
(Gold, 2008), needs to ensure access and dedication to citizenship for all students in the society
(Malin et al., 2014). This requires educators to learn from students and pay attention to what they
bring to the educational process. Research on Chinese immigrant youth citizenship development
helps American educators think about the potential changes in their curriculum and pedagogy so
the minority young adults will be well prepared for a culturally diverse democratic society.
Also, Chinese youth and their parents can benefit from this research. Like other
immigrants, the voices of Chinese immigrant youths in regard to citizenship development are
rarely studied (Myers & Zaman, 2009). Through the current research, Chinese immigrant youths’
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feelings and opinions about citizenship are heard. At the same time, they could find a sense of
belonging with other Chinese youths and understand that they are not the only ones who have
such feelings and experiences. Additionally, Chinese parents usually expect children to adapt to
the new society as well as preserve the Chinese traditions. However, the parents may not able to
see and/or understand the developmental process. This study will help the parents gain a better
understanding of their children’s development of identity, attitudes, engagement, and knowledge.
In this way, parents can provide better support for youth to positively engage in the civil society.
Definition of Terms

The following definitions are used to clarify the terms in this study:
1.5 generation immigrant: individuals who were born abroad but came to the U.S. when they
were less than 12 years old but older than age 7 (Berry et al., 2006; Stepick et al., 2008).
American-born Chinese: a native-born American who has foreign-born Chinese parents.
First-generation immigrant: an individual who was born in the country of origin and arrived in
the U.S. after the age of 12 (Stepick, Stepick, & Labissiere; 2008).
International student: an alien who is living in the U.S. and qualified to pursue a full course of
study and is entering the United States temporarily and solely for the purpose of pursuing his or
her study (INA, 1952).
Naturalized citizen: a person of American nationality owing permanent allegiance to the U.S.
after birth (INA, 1952).
Permanent resident: an alien who is lawfully admitted for permanent residence in the U.S. in
accordance with the immigration law (INA, 1952).
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Second-generation immigrant: an individual who was born in the U.S. by foreign-born parents or
arrived in the U.S. before the age of 6 (Berry et al., 2006).
Undocumented youths: a young adult with foreign nationality residing in the U.S. without legal
immigration status (USLegal, 2016).
Youths: individuals who are 15-25 years old (Lopez & Marcelo, 2008)
Methodology

A mixed-method research design with two research phases was used in this study.
College-level Chinese immigrant youth in the U.S., aged 18- 25, were recruited through
snowball sampling (Creswell, 2011). In Phase I, a modified nominal group technique (MNGT)
was conducted with 36 participants through emails and online questionnaires. Telephone
interviews were conducted with 14 individual participants. In Phase II, research results from the
MNGT were used to create an online survey instrument. This instrument was completed by a
larger population, which consisted of 129 participants. The research results were used to answer
the second and third research questions.
Qualitative and quantitative data were analyzed together for triangulation. The MNGT
focus groups provided both qualitative textual data and quantitative dichotomous data, which
consisted a list of ideas regarding Chinese immigrant youths’ citizenship development regarding
identity, attitudes, engagement, and knowledge. The individual interview data helped gain a deep
understanding of how life experience reflected the citizenship developmental process. In the end,
correlation analysis of the quantitative data, using the online survey instrument, showed how
ethnic identity level and identification pattern were associated with different features of
citizenship development for Chinese immigrant youths.
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Delimitations and Limitations

Sample selection was a delimitation for this study since youths under 18 were excluded
from the study. Youth is defined as individuals from ages 15-25 (Lopez & Marcelo, 2008). It is a
period of great flexibility and openness, which is important for understanding the growth of
political participation and the basic psychological processes at the transition to adulthood
(Flanagan & Sherrod, 1998). With a focus on cultural influence on citizenship development and
an intention of contributing to citizenship education in U.S. schools, this research focused on
college-level Chinese immigrant youth. It portrays a picture of the life of this group of students
when they have formed a relatively stable ethnic identity (Flanagan & Faison, 2001). As a result,
Chinese immigrant youth in high schools and those who were/had not enrolled in college were
excluded from this study. Due to this delimitation, research results cannot be applied to all
Chinese immigrant youths in the U.S.
This study was limited because data collection was conducted using an online
environment. The MNGT focus group questionnaires in Phase I and the online survey in Phase II
were sent to participants through email. This was because face-to-face interviews were not
feasible due to the targeted population being minority students being dispersed in different parts
of the country. Email and online surveys were economical and convenient. However, those
youths who are not able to access the Internet were eliminated in this research. Furthermore,
since it was difficult to recruit undocumented students, they were not included in the telephone
interviews. It was also difficult to know how many undocumented students had participated in
the MNGT and the online survey. Additionally, using the snowball sampling technique makes it
was difficult to generalize the online survey results.
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Organization of the Study

There are five chapters in this dissertation. Chapter 1 gives an introduction, discusses the
problem in the educational system, explains the purpose for conducting the research, presents the
research questions, and overviews the different parts of the dissertation. Chapter 2 provides a
conceptual framework based on the discussion of relative theories and reviews previous
empirical research studies that are related to immigrant youths’ citizenship development. Chapter
3 presents the methodology used in this study, including the sampling procedure, data collection,
and data analysis techniques. Chapter 4 outlines the data and research results. Chapter 5
discusses the research findings with consideration of two major research questions, draws
conclusions from the study, and provides suggestions for future research.

CHAPTER 2
A REVIEW OF THE LITERATURE

The literature review begins with the conceptual framework driving this study. In the
framework, citizenship is explained based on Enslin’s (2000) refined concept of citizenship
under cultural citizenship discourse. Enslin states that citizenship contains five features:
membership, identity, attitudes, engagement, and knowledge. In cultural citizenship discourse,
diverse cultural groups should have opportunities to maintain their community cultures while
building the nation in which they are structurally included. Further, their diverse perspectives on
citizenship should be respected and included in a democracy (Banks, 2007, 2008; Gutmann
2003, 2004; Parker, 1996; Rosaldo, 1994). Then the development of citizenship is explained
according to social-psychological perspectives (Flanagan et al., 1999; Bertelsen & Flanagan,
2005; Sherrod, Flanagan, & Youniss, 2002) and educational perspectives (Banks, 2004, 2007;
Torney-Purta et al., 2000) as another framework. Youths develop their citizenship in social,
cultural, and historical contexts (Flanagan et al.; Bertelsen & Flanagan; Sherrod, Flanagan, &
Youniss). There is a need to promote citizenship education with respect to students’ cultural
background (Banks; Torney-Purta et al.). In the following sections of the literature review,
empirical research in fields of immigrant youths' identity; citizenship attitudes, civic
engagement; and civic knowledge are discussed.
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Conceptual Framework

The conceptual framework for this study consists of two components: 1) an
understanding of citizenship with a refined definition under cultural citizenship discourse and 2)
a development of citizenship explained from social-psychological and educational perspectives
(see Figure 1).

Figure 1 Conceptual framework. Immigrant students are developing citizenship in areas of
identity, attitudes, engagement, and knowledge based on the memberships of their cultural
communities and the national community. Citizenship development is influenced by individuals’
social-cultural backgrounds and can be cultivated by education.

Concept of Citizenship
Based on Enslin’s (2000) refined definition, citizenship contains five features, including
membership, identity, attitudes, engagement, and knowledge. Minority immigrant youths have
the membership of a particular ethnic group and the national-state. Scholars emphasize group
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identity and cultural rights (Banks, 2007, 2008; Gutmann 2003, 2004; Parker, 1996; Rosaldo,
1994). They believe that diverse cultural groups should have opportunities to maintain their
community cultures while building a nation in which people of different cultural backgrounds
are structurally included (Banks, 2007).

Refined Definition of Citizenship

Citizenship is a broad concept and has diverse meanings that are shaped over time and
that change through different contexts. Different scholars may have different understandings of
the meaning of citizenship based on their beliefs and views. Marshall (1964) conceptualizes
citizenship as developmental. In his view, individuals develop their civil rights: freedom of
speech, the right to own property, and equality before the law (civil aspects); political power by
participating in the political process (political aspects); and rights of having health, education,
and welfare to participate in cultural communities and in the national civic culture (social
aspects). Marshall’s concept of citizenship shows both the complexity and the dynamic nature of
citizenship (Abowitz & Harnish, 2006).
Thus, a refined definition may help explain the basic features of citizenship. Enslin
(2000) claims that citizenship in a democracy is comprised of five features, including
membership, identity, values, participation, and knowledge. Since in empirical research, attitudes
were frequently used to refer to values (Anglin, Johnson-Pynn, & Johnson, 2012; Bogard &
Sherod, 2008) and engagement was frequently used referring to participation (Flanagan, Beyers,
& Žukauskienė, 2012; Lopez & Marcelo, 2008), this study chose to use the terms of attitudes and
engagement instead of values and participation.

24
Individuals practice their rights and responsibilities based on membership of a political
unit that can be a nation-state, a city, a province, or a regional compact, such as the European
Union. In a political unit, people occupy a specific territory with defined borders (MerriamWebster's Online Dictionary, 2014). They have membership in a political unit, which usually
means they hold a legal relationship with the unit. In this relationship, they own a legitimate
government loyalty, support, and service for the common good; and the unit owes them the
protection of the guaranteed rights to life, liberty, property, and equal justice under the law (“A
Citizen’s Dictionary,” n.d., para. 7). Holding membership in a political unit should not be limited
to having legal status as citizens. Membership should mean being a member exercising rights
and responsibilities in the society (Enslin, 2000). As long as they live in this country, they desire
the membership of this national community. American undocumented students and international
students can be examples of this membership.
According to the CollegeBoard (2012), there are approximately 65,000 undocumented
immigrant students graduating from U.S. high schools each year. About 7,000-13,000 of them
enrolled in U.S. colleges (Golden Door Scholars, n.d.). Although these students do not have legal
status of citizenship, they learn to be a citizen in the U.S. and exercise rights and responsibilities
in the U.S. society. These youths may not yet have a legal membership of this country, but they
should be also included in educational research on immigrants. Other examples are international
students. Most international students live and study in the U.S. temporarily, although some of
them try to work in the U.S. after graduation and become permanent residents or citizens later in
their life. It is difficult to know who will stay or who will leave. Most of them spend part of their
early adulthood in the U.S., which is an important life period during which individuals shift from
being dependent on and recipients of support toward sharing power and being responsible for
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care and support; explore temporary and transitional commitments to inform themselves of the
available opportunities in love and work; and make commitments to the enduring roles and
responsibilities of adulthood (Tanner, 2006). The membership of these students in the U.S.
should be recognized and emphasized so they can learn to be good citizens and develop their
citizenship in this country.
Enslin (2000) believes that three senses of identity contribute to the constitution of
ourselves as citizens. The first is self-identity. As individuals grow up, a sense of self distinct
from others develops over time. The second is the sense of self as a member of a wider
collective, such as family, neighborhood, ethnic or language groups, as well as class or nation,
which is a prerequisite for the development of self-identity. The third is a sense of identity as a
set of values associating a person with the wider collectives and identifying him from others.
Enslin’s explanation of identity in one’s citizenship includes self-identity, social identity, and the
values that are related to membership of social groups. He believes that membership in particular
communities has a strong influence on the first two senses of identity. Individuals are actively
constructing and co-constructing with others to develop an identity that locates them in social,
cultural, and historical contexts (Haste, 2004). To examine identity as an element of citizenship,
it is necessary to shift the psychological emphasis from looking solely at individual’s internal
cognition toward exploring how individuals actively construct themselves within the social,
cultural, and historical contexts.
Value as an element of citizenship is interpreted as a commitment to the common good of
the political collective (Enslin, 2000). To understand values that youths hold for citizenship,
previous research examined youths’ attitudes toward certain commitments to the common good
such as to what extent youths think it is important to do community service, to be leaders, or to
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fight for social justice (Bogard & Sherrod, 2008; Moely, Mercer, Ilustre, Miron, & McFarland,
2002). These values are usually what educators expect a future citizen to have. Youths from
diverse social groups may hold various opinions on what should be included in good citizenry.
When people feel they are members of certain groups, they tend to bring the given values, duties,
and loyalties, which make us commit to the way of life supported by the groups with which we
identify (Enslin, 2000).
Citizenship in a democracy requires a degree of engagement in activities. Four types of
activities were believed to be closely related to immigrant youths’ civic life, including political,
civic, expressive, and social activities (Stepick et al., 2008). Youths’ participation in political and
civic activities has been frequently examined in previous research (Flanagan & Faison, 2001;
Lopez & Marcelo, 2008; Bobek, Zaff, Li, & Lerner, 2009). Voting and being registered to vote
are usually regarded as the main measurements for political participation. Researchers have also
examined youths’ participation in other kinds of electoral activities, such as volunteering for
candidate or political groups, persuading others to vote, or displaying campaign buttons or signs
(Keeter, Zukin, Andolina, & Jenkins, as cited in Stepick et al., 2008). In addition to electoral
activities, political activities include contacting public officials, gaining one’s voice, and
discussing politics with family or friends (Lopez & Marcelo, 2008; Stepick et al., 2008).
Researchers who are interested in youths’ citizenship development increasingly claim that
political participation is not the only way youths participate in their civic lives (Flanagan &
Faison, 2001). Recently, most of the researchers (Boket et al. 2009; Coley & Sum, 2012;
Flanagan & Levine, 2010; Jensen, 2008; Lopez & Marcelo, 2008; Stepick, Stepick, & Labissiere,
2008; Torney-Purta, 2002) have chosen to use the term civic engagement instead of political
participation when referring to youths’ activeness in certain activities.
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Attending activities with an intent to influence social institutions, beliefs, and practices,
as well as affect processes and policies relating to community welfare was defined as civic
engagement (Colby, Ehrlich, Beaumont, & Stephens, 2003). This definition not only includes
political participation but also confirms that participation in civic activities should be included as
civic engagement. Civic activities such as volunteering in community service, donating blood, or
helping senior citizens are activities in which youth help other people individually or through
formal service organizations and programs (Stepick et al., 2008).
Researchers who work with immigrant youth hold an even broader perspective of civic
engagement. Stepick et al. (2008) supported the view that civic engagement includes youths’
participation in political and civic activities. They claimed that participation in expressive
activities, including participation in athletics and ethnic organizations, as well as participation in
social activities, such as attending family reunions or religious activities, might influence youths’
civic engagement. To obtain a more complete view of immigrant youths’ engagement, Stepick et
al.’s research included activities that had commonly been ignored by those who solely studied
political and service activities.
Enslin’s (2000) understanding of civic knowledge contains two different meanings. The
first meaning is civic literacy, which refers to knowledge of the basic facts about political and
legal principles, current events, state policy, and ways to express opinions and needs. Another
meaning is civic skills for understanding, using, and evaluating civic literacy. Both civic literacy
and civic skills are necessary for a person to participate in political and social life. Civic literacy
is the knowledge about community affairs, political issues, and the process through which
citizens can affect change as well as how one can become informed (Flanagan & Faison, 2001).
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That process provides a foundation for attitude formation for youths (Greene & Torney-Purta,
2005).
Civic literacy is the most powerful positive predictor for a student’s willingness to vote
(Torney-Purta, 2002). It is also positively associated with levels of social tolerance and
engagement in community affairs (Flanagan & Faison, 2001). Civic literacy is usually tested by
expert-designed exams that are closely related to the curriculum taught at school. Scholars claim
that schools in the U.S. today limit efforts to teaching civic literacy, especially the kinds of
knowledge that can be easily measured by standardized achievement and without causing
controversy in the classroom (Malin, Ballard, Attai, Colby, & Damon, 2014). Researchers also
observed that American textbooks failed to tell Asian American experiences as immigrants in an
accurate manner (Suh, An, & Forest, 2015). Suh et al. found that most of the high-school
textbooks only noted the National Origins Quota Act of 1924, but did not explained that the law
was later changed to allow Asian immigration to the U.S. through the Immigration Act of 1965.
Among the eight textbooks that Suh et al. (2015) examined, only one explained why the Asian
American population has expanded rapidly in recent decades.
Civic skills refer to the competencies that can be used to achieve civic goals (Flanagan &
Faison, 2001). Civic skills examined in previous research include social skills, such as active
listening and perspective taking; leadership skills, such as public speaking and contacting public
officials; and interpersonal and problem-solving skills. However, Stepick et al. (2008) note that
certain skills ignored in previous research, such as English and bilingual skills, may be important
for immigrant youths. Therefore, research on Chinese immigrant youths should explore what
knowledge and skills that the youths feel are important for them as a Chinese immigrant living in
the United States.
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Concept of Citizenship under Traditional Citizenship Discourses

Civic republican discourse is one of the most influential citizenship discourses shaping
people’s understanding of citizenship in the United States. It dominates citizenship education in
American schools (Abowitz & Harnish, 2006). Civic republican discourse advocates the value of
love for one’s political community. Political community cannot be simply regarded as the state
or government; instead, it is the realm of collective voluntary action providing the basis for
citizenship practice. A sense of cohesiveness and unity achieved through strong communal
networks, as well as the values and norms that are associated with such sense, are central to the
civic republican discourse’s understanding of citizenship (Abowitz & Harnish, 2006). According
to Abowitz and Harnish (2006), this discourse can be observed predominantly in state documents
on civic standards and the citizenship materials of the more political conservative nonprofit
organizations, such as the Veterans of Foreign Wars and the Fordham Foundation.
Political liberal discourse is another important discourse that has influenced American
society and schooling in regard to citizenship. Compared to civic republican discourse, liberal
citizenship prioritizes individual liberty, which protects the rights of individuals to form and
pursue the definitions of the good life (Abowitz & Harnish, 2006). There are two predominant
threads within liberal citizenship discourse: neoliberal discourse and political liberalism. Under
neoliberal discourse, education is designed to serve the growth of capitalistic markets through
school-business partnerships and commercialization. This discourse exists largely among
political and educational theorists’ criticism. Unlike the neoliberal discourse emphasizing freemarket capitalism, political liberalism highlights the belief in the thinner conception of
citizenship. The political liberalists believe that with civic pluralism there is less relative social
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agreement on values, chosen identities, and forms of democratic participation (McLaughlin;
Strike as cited in Abowitz & Harnish, 2006). The political liberal discourse is more pervasive
than the neoliberal discourse and shapes the meaning of citizenship among key literatures of the
social studies and nonprofit groups (Abowitz & Harnish, 2006).
Civic republican discourse and political liberal discourse defend different values of
citizenship and have significant and varying implications for citizenship education (Abowitz &
Harnish, 2006). Under the civic republican discourse, better civic literacy is important for good
citizenship. Civic skills should enable citizens to build consensus and work cooperatively to
engage in productive dialogue around public problems. Civic republican discourse encourages
citizens to participate cooperatively in pro-government activities, such as voting, involvement
with political parties, and community service activities. Civic identity under this discourse is
characterized by belonging to the larger political community, respect for its symbols, and active
participation in its common good. Civic virtues of central concern are self-sacrifice, patriotism,
loyalty, and respect.
However, under political liberal discourse, civic literacy about American government,
history, and politics, especially as it relates to individual freedom and multicultural national
history, is highly stressed (Abowitz & Harnish, 2006). Skills including the ability to identify and
describe, explain and analyze, and evaluate and take/defend a position are thought to be
important for being a good citizen (Abowitz & Harnish, 2006). Students are encouraged to
participate in public discourse about the deliberation of common problems. Abowitz and
Harnish contend that good citizenship should consist of an identity that is developed based on the
values and skills for being able to critically consider one’s own opinion and other people’s
opinions. Independence, open-mindedness, respecting the rights of others, evaluating the
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performance of the government, and being willing to engage in public discourse are the primary
civic virtues for liberal republican discourse (Abowitz & Harnish, 2006).

Concept of Citizenship under Cultural Citizenship Discourse

As one of the critical citizenship discourses, cultural citizenship discourse challenges the
traditional notions of citizenship by arguing that citizenship is ethnically and culturally normed
and overly assimilationist (Abowitz & Harnish, 2006). Rosaldo (1994) refers to cultural
citizenship as the right to be different and to belong in a particular democracy. Cultural
citizenship calls for equality among all citizens with respect to different races, religions, classes,
genders, or sexual orientation. Cultural citizenship refuses to compromise one’s right to full
membership in a cultural group, and at the same time, it confirms one’s right to participate in the
democratic processes in order to have a voice in decision making.
Although the concept of citizenship under cultural citizenship discourse focuses on the
term liberation, this concept is different from the meaning of citizenship in liberal theory. Both
liberal discourse and the cultural citizenship discourse critique the consensus-based and the
unified values articulated in the traditional civic republican discourse. They oppose the
traditional view of politics in which politicians and government officials do while citizens
mainly study and watch what they do (Abowitz & Harnish, 2006). Individual participation to
achieve rights is highlighted in these two discourses. However, individuals in liberal discourse
have the right to do what they want as long as they do not prevent other people from doing what
they want. In cultural citizenship discourse, individuals are regarded as integrated parts of certain
cultural groups. They form their personal and social identities from shared traditions and
intersubjectively recognized institutions (Scott & Lawson, 2001). Because of such belonging,
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individuals may hold particular views of how society should be organized and what the good life
consists of (Scott & Lawson).
Within cultural citizenship discourse, multicultural theorists challenge the assimilationist
notion of citizenship that requires citizens to give up their first languages and cultures to become
full participants in the civic community of the nation-states (Banks, 2008). An assimilationist
policy guided the world before the ethnic revitalization movements in the 1960s and 1970s
(Banks, 2007). In the ethnic revitalization movement, marginalized racial, ethnical, and language
groups appealed for the right to maintain their respective cultures and languages while
maintaining full citizenship rights for participating in the national civic culture and community
(Banks, 2007; Rosaldo, 1994). Banks (2007) tracked the philosophic foundation for the ethnic
revitalization back to the first decades of the 1900s. Drachsler (1920) and Kallen (1924) argued
that European immigrants who were entering the U.S. had a right to retain parts of their cultures
and languages while enjoying full citizenship rights (as cited in Banks, 2008).
Banks (2007, 2008) challenged the assimilationists by arguing in favor of cultural rights.
His argument is similar to Rosaldo’s (1994) understanding of citizenship. Rosaldo questioned the
doctrine of sameness by arguing for the rights of the polygon citizen. Rosaldo claimed that the
ideology of the melting pot made assimilation a national project in the 19th century in that
everyone had to learn English and become part of the mainstream. A model of a socially
homogeneous national community was consolidated at that time. Diversity became a threat. The
assumption behind this melting pot is that “one citizen, one language, no more, no less”
(Rosaldo, 1994, p.403). Rosaldo asked why five-year-old children were at risk even if they were
fluent in a language other than English; however, the 21-year-old youths were not at risk but
became cultured when they tried to learn a second language with English as their first language.

33
Rosaldo (1994) also examined the curriculum debate during the 1980s and 1990s, which
was about whether public education should include works written by racialized minorities,
women, and lesbians. He recalled a faculty member at Stanford who was against changes and
who argued “we need to teach ‘our heritage’ before teaching other cultures” (p. 405). However,
it is difficult to define who we are. In a current diverse society, probably the we does not
represent the student population in the classroom. The students who are outside of the we are
losing the opportunity to learn about their heritage and themselves. These students could be darkskinned, female, or speak with a different accent or dialect. For them, it could be a painful
experience if a teacher chooses not to see them and hear them when the teacher describes the
world without them in it (Rich, 1986).
Instead of emphasizing cultural rights, other educational and political theorists also
challenge the assimilationist notion of citizenship with a special concern for how to include
social and cultural diversity in a democracy in a pluralist society. These theorists argue that
cultural pluralism is not a threat for democracy, but it is an opportunity. Parker (1996) criticized
the traditional and the progressive ways of understanding citizenship. The opinions held by the
traditional wing in the citizenship education literature described by Parker are similar to the ideas
supported by the civic republican discourse in Abowitz and Harnish’s (2006) article. Good
citizenship in their mind requires study of the facts and scholarly knowledge of the workings of
political institutions as well as the process and commitments to the core democratic values. The
traditional view causes disappointment for those progressives. Instead of advocating for
participation only in voting or campaigning for or against a legislator, the progressives think
highly of deliberate participation in numerous forms, such as deliberation of public issues and
problem solving groups. They also believe that unity can be achieved through totalizing, which
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addresses difference by subsuming it within a greater whole and accepting diversity as a state
that needs to be transcended (Parker). Although Parker confirms the liberal democracy’s ideal of
citizen action and practical politics emphasized by the progressives, he questions how it can hold
pluribus as a central tenet while denying diversity with the principle that unity arises from
diversity.
Neither the traditional nor the progressive way of understanding citizenship recognizes
the importance of diversity for unity. Parker (1996) recommends advanced citizenship to extend
and deepen progressives’ basic perspectives on individual liberty, human dignity, and popular
sovereignty. The advanced citizenship argued by Parker needs to embrace individual difference,
group difference, and political community all at once. Based on Dewey’s (1927) perspectives of
creative democracy as well as Dewey’s (1940) doctrines about the larger public and little
publics, Parker argues that democracy is not yet a sacred attainment needing protection. It is a
way of living with others and a way of being that needs be developed with the ongoing
participation of citizens in a pluralist society. The little publics, in the modern cultural diverse
states, are the voluntary associations based on religion, ethnicity, race, hobbies, community
service, and interests of all sorts. The larger public tolerates the little publics and develops with
cultural diversity (Parker).
The political scientist, Gutmann (2003), analyzed group identity and its intersection with
social justice. She believes that diverse population’s experiences, cultures, and languages enrich
the mainstream culture of the nation-state. In her point of view, identity groups involving mutual
recognition among members and attachment to the group as an independent value can not only
facilitate the realization of democratic values but also hinder their realization.
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Through advocating for the rights of the socially marginalized and subordinated groups,
identity groups can promote justice. However, sometimes identity groups can destroy justice
when they constrain the freedom of non-members or discriminate against one subgroup’s identity
over another’s among their own members. In her later work, Gutmann (2004) discussed the unity
and diversity in democratic multicultural education. She argues that the primary commitment of
individuals is to justice rather than to human community. In the increasingly diverse society
throughout the world, the ends and means of citizenship education should be focusing on
promoting inclusion, civic equality, and recognition. When diverse identity groups are unified
around democratic values such as justice and equality, the rights of minorities are protected and
diverse groups are able to participate in the mainstream culture (Gutmann, 2003).
Like Banks (2007, 2008) and Rosaldo (1994), Parker (1996) and Gutmann (2003, 2004)
challenge the assimilationist notions of citizenship as well. All of these scholars claim that
balancing diversity and unity is an important goal for democratic nation-states and for teaching
and learning in democratic society. Parker’s and Gutmann’s arguments are based on the
understanding of pluralism as an aid to democracy rather than a threat. Their first concern is how
to enable diverse groups to participate in democracy when they are unified around a set of
democratic values such as justice and equality (Gutmann, 2004). Banks’s (2008) and Rosaldo’s
debates on assimilationism are rooted in their advocacy for group rights. Group rights provide
opportunities for diverse cultural groups to maintain their community cultures while building a
nation in which they are structurally included and to which they feel allegiance (Banks, 2007).
However, all of the four theorists hold the ideas that it is important to support group rights in a
democratic society and that cultural groups will enrich the lives of other Americans.
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Cultural pluralists, biculturalists, and multicultural theorists are distinguishable from each
other; however, they can be categorized as one group named cultural difference theorists because
they share similar research assumptions and values (Banks, 2007). The concept of citizenship
supported by cultural theorists under cultural citizenship discourse is different from that in civic
republican and political liberal discourses. It refuses assimilation and emphasizes group identity
and cultural rights. It encourages unity as well as diversity. In such a concept of citizenship,
diversity is an opportunity instead of a threat for a democracy. The proposed research on Chinese
immigrant youths respects participants’ group identity and their cultural values. It aims to add
knowledge about minority immigrant youths to the cultural citizenship discourse based on
cultural theorists’ notions of citizenship.
Development of Citizenship

Citizenship development is a new term that has emerged in the fields of socialpsychology and citizenship education in recent decades. It states youths’ identity, attitudes,
participation, and knowledge are developed based on their memberships in the political
community. The word citizen comes from the Latin civis, and the word political comes from
Greek polites (Walzer, 1989). Historically, these two words are similar to each other, meaning
member of the polis. Some scholars have been using these words as interchangeable terms. As a
result, citizenship development is also named civic/political development. It refers to the process
by which adolescents and young adults become engaged in and acquire an understanding of their
rights and responsibilities within the polity (Bertelsen & Flanagan, 2005). However, the terms
civic and political have changed their original meaning and have become two very distinct
meanings. Civic is commonly used to imply a broader and encompassing definition of an
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individual's interaction with the polity, whereas political is used to refer to the business of
government or electoral politics. This paper chooses to use the broader civic connotation to
discuss immigrant youths’ citizenship development.

Social-Psychological Perspective

As Flanagan, Beyers and Žukauskienė (2012) have observed in developmental science
literature, it was difficult to find words like civic or political as descriptors of development
twenty years ago. However, recently, the civic/political domain has taken its place as a domain
of adolescent behavior, knowledge, attitudes, values, and identity. There are growing interests in
this domain among scholars in Europe, the U.S., and those who conduct international research
with youth from different societies.
Two periods of research were relevant to this topic before researchers started
conceptualizing citizenship development in history (Flanagan, Beyers, & Žukauskienė, 2012).
Research during the 1950s reflects the developmental dogma of that time, emphasizing the
influence of early life experiences on individual developmental paths and considering children as
active rather than passive recipients of socialization influences. A second wave of research came
during the 1960s and 1970s and focused on late adolescents and young adults. Researchers
thought highly of the influence of the sociopolitical and historical contexts on youth
psychological development during the social movements, such as the women’s movements, the
antiwar movement, and the civil rights movement (Flanagan et al., 2012).
Since the 1990s, researchers have been trying to bridge developmental science with
social sciences to understand how structural forces, such as social economic conditions, interact
with youths’ civic beliefs, values, and engagement (Sherrod, 2003). This is the new wave of the
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research, which is fueled by Putnam’s (1996, 2000) arguments on the crisis of young people’s
low levels of civic engagement. According to Putnam (2000), civic engagement has been
steadily declining across the past decades in terms of newspaper readership, participation in
political organizations, and voting. Researchers argue that young people have changed, but not
decreased, their civic participation (Sherrod, Flanagan & Youniss, 2002). Today’s youths have
opinions, loyalty, and commitment to political issues related to family, race, and religion,
although these may not be directly related to their country (Sherrod et al., 2002).
The influences of socialization experiences regarding family, race, and religion on
youths’ development have caused concern for researchers. Recently, increasing attention has
been paid to diverse youths and the influence of family, community and cultural contexts on
youths’ citizenship development (Haste, 2004; Sherrod, 2003). Social-psychologists focus on the
ecological processes of youths’ citizenship development, questioning the ways through which
young people develop their identity, make commitments to the commonwealth, and engage in
civic activities (Bertelsen & Flanagan, 2005; Flanagan et al., 1999).

Citizenship Education Perspective

Educational researchers also view citizenship as developmental. They believe that good
citizenry is not born, but should be cultivated through learning civic knowledge, skills, and
values (Malin et al., 2014). There has been a shift in educational research from focusing on
individuals, which is regarded as the socialization agent, to a renewed concern regarding the
socialization process, which involves reciprocal communication and modeling (Torney-Purta et
al., 2000).
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During the period between the late 1950s and the 1970s, students as young as second
graders and extending through high school were tracked for their political attitudes and
behaviors, with some studies following these cohorts into adulthood (Torney-Purta et al., 2000).
Educational research was mostly about the effectiveness of particular curricular models on
students (Torney-Purta et al., 2000).
Among recent empirical research, there is still a strong focus on citizenship education of
individuals in the political domain, which emphasizes civic knowledge, political participation,
and a set of democratic attitudes (Geboers, Geijsel, Admiraal, & ten Dam, 2013). Geboers et al.
(2013) analyzed 28 empirical research articles over the period of 2003-2009, examining the
effects of citizenship education on students’ citizenship. Peer-reviewed journal articles focusing
on students between age of 13 and 16 were included. Four types of citizenship education were
identified: curriculum in school, curriculum out of school, pedagogical climate, and
extracurricular activities (Geboers et al., 2013). Students’ citizenship was classified in two ways:
social tasks as representatives of students’ citizenship practices and competencies and behavior
to adequately fulfill the tasks (Geboers et al.). Social tasks include acting democratically, acting
in a social responsible manner, dealing with conflicts, and dealing with differences (Geboers et
al.). Acting democratically can be political and social.
Based on analysis of the effect size in terms of Cohen’s f or d, Geboers et al. (2013)
concluded that schools can play an important role in secondary school students’ citizenship
development in terms of fostering political democratic acting. This conclusion is limited because
most of the research on citizenship education focuses on citizenship education in the political
domain, which emphasizes civic knowledge, political participation, and a set of democratic
attitudes. Among the reviewed articles, significantly more positive effects and non-effects were
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found than negative effects. However, more research is needed to understand the effect of
education on students’ social domain of citizenship, which constitutes their daily practice in
those social tasks that students need to fulfill in their everyday life as a citizen (Geboers et al.).
After a period of decline in the 1980s, the concept of civil society has become enriched.
The concept is now used to refer to a society in which citizens act collectively to exchange ideas
and information and are bounded by shared and often implicit rules (Torney-Purta et al., 2000).
The interest in such a concept of civil society leads researchers to think more about the impact of
organizations, such as cultural, informational, religious, educational, and issue-oriented groups.
A set of new rules, including respect for differences, rights to dissent, and respect for individual
rights, are increasingly being considered in educational research. How to prepare individuals for
civic society in the renewed civic discourse is attracting attention in citizenship education.
Recently, a capacity to deal with diversity is being conceived as one of the goals of
citizenship education (Geboers et al., 2013). Banks (2004) argues that it is important for students
to understand that their viewpoint toward moral and social issues is only one of the many
viewpoints held by people. After reviewing research on the development of democratic racial
attitudes, Banks (2007) claims that children’s racial attitudes and interracial behaviors can be
changed through implementing well-concertized and well-planned interventions. The studies
reviewed by Banks (2007) were mostly conducted with children in their early childhood.
Research reviewed by Banks indicates that early childhood educators have the best opportunity
to influence children’s racial attitudes, but the interventions increasingly become invalid for
children as they grow older and move through the grades.
To explore further how to enhance citizenship education for diverse groups, Banks
(2007) continues to discuss cultural identification and its educational implications. Culture can
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be defined as “the unique values, symbols, lifestyles, institutions, and other human-made
components that distinguish one group from another” (Banks, 2007, p.119). According to Banks,
the American national culture can be described as the macroculture, and the diverse subcultures
can be described as microcultures. In his book, Banks uses the term cultural identification to
specifically refer to identifications related to the microcultures. Ethnic culture is one of the
microcultures. Developing culture identity is a social-psychological process that involves
assimilating the values, standards, expectations, or social roles of another person or persons into
one’s behavior and self-conception (Theodorson & Theodorson, 1969). Banks claims that “a
major goal of multicultural citizenship education is to help students acquire a delicate balance of
cultural, national, and global identifications” (p. 25). According to Banks, educators should
respond appropriately to the different identifications students bring to school, reinforce but not
destroy identification, and prepare students to function both in their private cultures and in the
public civic community.
Torney-Purta et al. (2000) identified a number of qualities and capacities of young
people, such as civic identity that includes commitment to a larger sense of social purpose,
knowledge and the capacity to acquire information necessary to navigate the social and political
world, and the capacity and willingness to engage in shared discourse that is tolerant of other
opinions and dissent. These qualities and capacities are believed to be essential for cultivating
active engaged citizenship. To meet these developmental needs for citizenship, formal and
informal education should provide opportunities for youth to obtain and practice in these
qualities and capacities (Torney-Purta et al., 2000).
According to Torney-Purta et al. (2000), experience of democratic society is provided
through formal school civic education that enables students to acquire knowledge about political
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and economic systems, to recognize the value of democratic society, to discuss controversial
issues, and to find personally meaningful role models as well as to understand the contributions
made by organizations in civil society (Torney-Purta et al.). In addition, other opportunities are
also highlighted for youth citizenship development, which include contacting organizations to
practice safe expression of views, reflecting on the meaning of experiences associated with their
personal and social identities, and communicating the political and cultural expressions to the
larger society (Torney-Purta et al.). According to educational scholars, citizenship development
can be cultivated and the role of formal education on students’ citizenship development should
be emphasized (Banks, 2007; Geboers et al., 2013; Torney-Purta et al.).
Summary

The conceptual framework for this study consists of two components: an understanding
of citizenship with a refined definition under cultural citizenship discourse and a development of
citizenship explained from social-psychological and educational perspectives. Based on Enslin’s
(2000) refined definition, citizenship contains five features: membership, identity, attitudes,
engagement, and knowledge. These features are not isolated but are instead related to each other.
Cultural theorists (Banks, 2007, 2008; Gutmann 2003, 2004; Parker, 1996; Rosaldo, 1994)
emphasize group identity and cultural rights. They believe that diversity is an opportunity instead
of a threat to democracy (Parker, 1996) and diverse cultural groups should have opportunities to
maintain their community cultures while building a nation in which they are structurally included
(Banks, 2007). Under this lens, there is not only one notion of citizenship; instead, diverse
perspectives on citizenship should be respected and included.
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Citizenship is developmental according to the social-psychological scholars’ (Bertelsen
& Flanagan, 2005; Flanagan et al., 1999; Sherrod, Flanagan, & Youniss, 2002) as well as the
educational scholars’ (Banks, 2004, 2007; Geboers et al. 2013; Torney-Purta et al, 2000)
perspectives. The social-psychological scholars believe social, cultural, and historical contexts
have great influence on the process of how youths engage in and acquire an understanding of
their rights and responsibilities within the polity (Bertelsen & Flanagan; Flanagan et al.; Sherrod,
Flanagan, & Youniss). The educational scholars claim that this process can be cultivated through
acquiring a balanced identification (Banks, 2007), learning civic knowledge, skills, and values
(Malin et al., 2014). From that perspective, good citizens are educated, rather than born.
With this conceptual framework, this study explored how Chinese immigrant youths
develop citizenship in areas of identity, attitudes, engagement, and knowledge in the U.S. with a
focus on the influence of the social contexts of this process. Citizenship education is commonly
conceived of as the purpose of public education (Jennings, 2013; Rossevelt, 2008). Under
cultural citizenship discourse, there are diverse opinions on good citizenship. They should be
respected and emphasized among educators’ daily practices with minority youths to better
prepare them for future civic life. This study sought to provide rich information on Chinese
immigrant youths. The research results will help American educators learn about Chinese
immigrant youths’ beliefs and experiences and consider the diversity of their class when
designing the curriculum and giving the instructions.
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Empirical Research on Immigrant and Minority Youth Citizenship Development
Previous research on citizenship education and immigrant youths focused on youths’
ethnic and national identity development, attitudes towards common goods, engagement in
political and civic activities, as well as civic literacy and skills.
Identity

Based on ego identity theory, identity development involves a search for a sense of self
that reflects a role meeting both individual and societal needs (Erickson, 1968; Marcia, 1980).
According to the psychological construct of youths' identity, there are two independent
dimensions underlying the process of acculturation, which are individuals' links to their culture
of origin and to their societies of settlement. Reviewing psychological studies in the
acculturation process in Australia and Canada, Berry, Kim, Power, Young, and Bujaki (1989)
used empirical evidence from previous research supporting the two-dimensional model of
acculturation. Ethnic identity and national identity are aspects of social identity. Through social
identity, people classify themselves and others into different social categories according to their
feelings of organizational membership, religious affiliation, gender, and age cohort (Tajfel &
Turner, 1979). Applying the two-dimensional model and the conceptual framework for
understanding acculturation attitudes, immigrants may have independent identities with respect
to their cultures of origin and to their societies of settlement, which are ethnic identity and
national identity (Berry, Phinney, Sam, & Vedder, 2006; Phinney, 2004). Ethnic identity can be
described as the individual's self-concept deriving from his or her knowledge of membership in
an ethnic group (or groups) attached to the value and emotional significance to the membership
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(Phinney, 1992). National identity involves individuals' feelings of belonging and attitudes
toward the larger society (Phinney & Devich-Navarro, 1997).
Social-psychological researchers who were interested in youths’ identity development
used multiple methods to measure youths' identities. Ethnic identity was commonly measured by
the Multigroup Ethnic Identity Measure (MEIM) questionnaire designed by Phinney (1992). The
original MEIM has three aspects, including affirmation and belonging, ethnic identity
achievement, and ethnic behaviors. The first aspect is a sense of belonging to a group as well as
attitudes and feelings associated with the sense of this membership. The second aspect is related
to a person’s efforts to learn about the group and a clear understanding of the role of ethnicity for
oneself. The third aspect focuses on the ethnic behaviors and practices specific to particular
groups, such as customs and traditions. The reliability was assessed by Cronbach’s alpha, which
was .81 for high-school sample and .90 for the college-level sample. The structure and construct
validity of this instrument was reexamined by Robert et al. (1999) with a larger sample size.
With 5,423 adolescents and factor analysis for the ethnic groups of European American, African
American, and Mexican American, two major components were found among the original
MEIM (Phiney, 1998). The first component has seven items: five items from the
affirmation/belonging subscale and two items from commitment subscale in the original MEIM
(Phinney, 1998). This component is named affirmation, belonging, and commitment. The other
component has five items. Three items were used to assess the exploration of one’s ethnicity and
two items were from the ethnic behaviors subscale. Based on Roberts et al. (1999), a 12-item
MEIM scale can be used as a global assessment of youths’ ethnic identity (see Appendix F).
Focusing on Chinese immigrant youths, Yip and Cross (2010) used daily diaries for 14
days. First, they determined the degree of participants’ ethnic identity and American identity
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through the participants’ responses to the question of "How much did you feel
Chinese/American." A 7-point Likert-type scale from "not at all" to "extremely" was used in the
research. Participants were categorized into four types of identity groups according to their daily
responses, which includes a strongly identified Chinese group, a strongly identified American
group, a bicultural group, and a non-ethnically identified group. The non-ethnically identified
group sample was small and was omitted from the analyses. Based on one-way ANOVA tests,
Chinese-centered and biculturally centered groups had a more statistically significant positive
engagement of ethnic issues, concerns, and culture than American-centered identity group.
There was a lack of consensus on how to measure youths’ national identification. The
researchers tried to examine the nature of national identity with qualitative interview data among
a diverse group of youths, including White, Latino, and Black emerging adults aged 18-25
(Rodriguez et al., 2010). Connecting to previous literature, Rodriguez et al. (2010) grouped
youths' perspectives into four categories: tangible (behaviors or practices), unambiguous
(birthright or citizenship), ambiguous (values and beliefs), and symbolic to answer the questions
related to "Definition of America," "How are you American," and "How are you something other
than American" (p. 33). According to the content analyses, similar results were found across
Blacks, Latinos, and Whites regarding the values, behaviors, physical characteristics, and
symbols that represent the typical American, which parallels what has been taught in high-school
history books. Interestingly, the characteristics the youths used to identify a typical American
were not referenced when they answered the question of what made them feel American. Most of
the participants felt themselves American because they were born or raised in the U.S.
Theoretically, ethnic identity and national identity are two dimensions and not correlated
with each other (Berry et al. 1989; Berry et al, 2006; Phinney & Devich-Navarro, 1997; Phinney
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et al, 2001). Therefore, the development of the ethnic identity may not interfere with the
development of a national identity for immigrant youths. With the two-dimensional model, Berry
et al. (1989) claimed a conceptual framework of acculturation attitudes has four domains. To
explore the patterns of the youths’ attitudes toward acculturation, the researchers used two
guiding questions (Berry, et al.; Phinney et al., 2001): whether it is of value to maintain one’s
cultural heritage and whether it is of value to develop relationships with the larger society. When
both of the questions were answered as yes, the person was determined to be holding an
integration attitude toward acculturation. When the questions were answered with a no, the
person was in the position of holding a marginalized attitude. If a person had a positive response
to the first but a negative one to the second, his or her opinion toward acculturation was defined
as separation. However, if he or she relinquished his/her cultural identity and moved into the
larger society, the domain of such an attitude was defined as assimilation. Berry et al.
conceptually defined and provided empirical evidence supporting the existence of the four
multiple domains of attitudes toward acculturation among individuals in culturally plural
societies.
Based on this framework and the bicultural theories (Birman, 1994; Lafromboise et al.,
1993), Phinney and Devich-Navarro (1997) further explored the bicultural identification patterns
within integration. Individuals tend to perceive the two cultures as overlapping to some extent
(Phinney & Devich-Navarro, 1997). According to Phinney and Devic-Navarro (1997), minority
adolescents dealing with two cultures may go through six identification patterns: assimilation,
fusion, blended bicultural, alternating bicultural, separation, and marginalization (see Figure 2).
In an assimilation pattern, individuals give up the ethnic culture and become part of the larger
society. In a fusion pattern, the two cultures fused together and no longer could be distinguished
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from each other. Individuals who tended to perceive the two cultures as overlapping to some
extent had the bicultural identities. There are two types of bicultural identities. If individuals
described themselves as equally American and ethnic, they could be called blended bicultural;
and if they described themselves as more ethnic than American or more American than ethnic,
they were determined to be alternating bicultural. In the research with Mexican and African
American adolescents, three types of identification were found among the participants: blended
biculturals, alternating biculturals, and separated adolescents (Phinney & Devich-Navarro,
1997).
It was found that ethnic identity and national identity were not always unrelated
(Costigan & Su, 2004; Phinney et al., 2001). Immigrant youths from some immigration groups
tended to have certain identification patterns, such as bicultural and separated identification
patterns, more often than others. When conducting a large study of immigrant adolescents, which
was called the International Comparative Study of Ethnocultural Youths (ICSEY) Project,
Phinney et al. (2001) found both significant positive and negative correlations between ethnic
identity and national identity. The correlation between the two identities was significantly
positive among California Mexican Americans in the U.S., but negative among the Antilleans in
the Netherlands and the Russians in Israel. The results showed that California Mexican
Americans tended to be part of both their ethnic culture and the national culture and to have
bicultural identification patterns. For the Antilleans in the Netherlands and the Russians in Israel,
when one identity was strong, the other was necessarily weak. Participants in these two countries
largely had separated identity.
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Figure 2. Identification patterns (Phinney & Devich-Navar, 1997). This figure illustrates
identification patterns based on the individuals’ perception of American and ethnic cultures. The
cultures were represented by “circles” and individuals’ positions were represented by “X.”
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The author explained that there is a large Mexican population in Southern California,
which influenced the culture of the entire area. It was easy for the Mexican youths to feel
allegiance to both the ethnic and national culture. In contrast, the Antilleans were treated unfairly
by the Dutch government, and there were incompatible perceptions between the ethnic and
national cultures among Russian immigrants in Israeli. In these two countries, participants
usually had salient ethnic but not national identity. It seems that the national culture of the
receiving country plays an important role on immigrant youths’ identification.
Costigan and Su (2014) found that there was no significant relationship between the
ethnic identity and the national identity among the foreign-born Canada Chinese immigrants. In
contrast, a significantly positive relationship was found among the Canadian-born Chinese. The
strong ethnic identity was associated with strong national identity. It was believed that secondgeneration Canadian Chinese immigrant youth may be able to successfully develop identities in
which they feel a sense of identification as both Chinese and Canadian (Costigan & Su, 2004).
Therefore, immigration status may influence the identification of immigrant youths.
Identification patterns are important for the mental and social development of immigrant
youths. Berry et al. (2006) studied immigrant youths from 13 societies: Australia, Canada,
Germany, UK, USA, and so on. They examined youths’ psychological and sociocultural
adaptions. The psychological adaption included life satisfaction, self-esteem and psychological
problems. The sociocultural adaption included social adjustment and behavioral problems.
Participants who indicated relatively high involvement in both their ethnic and national cultures
were grouped together and called “integration profile” (Berry et al., 2006, p.314). It consisted of
1,576 adolescents from different countries. According to Berry et al. youths in the integration
profile used both ethnic and national language and interacted with peers from both ethnic and
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national groups. More importantly, the integration profile had the best psychological and
sociocultural adaptations. Although biculturation is beneficial, Haritatos and Benet-Martı´nez
(2003) claimed integrating two cultures could cause mind identity confusion, dual expectations,
and value clashes.
The social-psychological construct of identity (Berry et al., 1989; Phinney & DevichNavar, 1997) was consistent with the postmodern perspectives on youths' identity. With
postmodern identity perspectives, scholars believed that identity is not stable because of the
dynamic across contexts and life experiences (Anglin, Johnson-Pynn, & Johnson, 2012; Ngo,
2008). Ngo (2008) offered examples of how youths constructed their dynamic identities between
immigrant cultures and the dominant U.S. culture. In her case study with Lao immigrant students
at an urban public high school, she observed how these Lao students were identified by their
images of who they were. Although the setting in the study had a large student population of
Asian Americans, the dominant Asian group was Hmong American. The Lao students were
commonly called Chinese or Japanese by teachers and peers. A Lao girl was criticized by her
parents when she became involved in friendships with Hmong people. They did not want her to
lose her identity as Lao. However, with different recognition by others, these Lao students did
not claim who they wanted to be; instead, they represented themselves at odds according to the
expectations of friends and family. Ngo led other researchers to think of viewing identity
construction as a dynamic process among immigrant youths. Youths who are members of certain
minority cultural groups may have various experiences because of the images or ideas other
people have toward them historically. These images or ideas are not exclusively determined by
dominant culture but also within their social relationships with parents and friends. The
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researcher did not examine how these feelings influenced youths' understanding of themselves as
citizens.
Focusing on youths' political development, other researchers explored how youths' daily
experiences in a society became part of their evolving understanding of civic identity, which
refers to a person's sense of connection to and participation in a civic community (Nasir &
Kirshner, 2003). Rubin (2007) conducted qualitative research on youth civic identity
development in four New Jersey public secondary schools. She identified identity patterns of
congruence and disjuncture among participants from four public secondary schools based on
classroom observations and individual interviews. Rubin argues that privileged youths from
homogenous settings tended to feel congruence about the U.S. ideals they learned and the
realities of citizenship they experienced; in contrast, many of the minority students from the
working-class middle school felt gaps between ideals and realities. Since the research team only
conducted two classroom activities for participants to discuss their civic experiences in and out
of school, the conclusion might not be accurate. However, Rubin critically examined the
influences of life experience on minority youths’ identity development through a sociocultural
approach in this research, which is valuable for understanding how racial and socioeconomic
inequalities shaped the youths' feelings through their development.
Identity is not a stable entity; its development involves dynamic construction by
individuals in different social contexts (Charmaz, 1994). Belonging to an ethnic group in a
multicultural society, youths construct their ethnic identity together with their national identity
(Berry et al., 1989; Phinney, 1992; Roberts et al., 1999). Ethnic identity has two components,
including a sense of affirmation, belonging, and commitment as well as the behaviors of
exploration, the salience of which can be measured using MEIM (Roberts et al., 1999). MEIM
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was used to measure ethnic identity across diverse samples. There is little research focus on
particular ethnic groups in this area (Yip and Cross, 2010), so to gain better understanding of
cultural influences on ethnic minority youths, more research is needed.
Attitudes

Civic attitude is defined in the current study as the personal beliefs and feelings about
participants’ commitments to the common good (Bogard & Sherrod, 2008; Moely, Mercer,
Ilustre, Miron, & McFarland, 2002). It will be used interchangeably with the term value from
Enslin’s (2000) concept of citizenship. Researchers have developed various instruments to
investigate youths' civic attitudes. Bobek, Zaff, Li, and Lerner (2009) proposed an integrated
construct for Active and Engaged Citizenship (AEC). They created an instrument based on
agreements from experts’ knowledge on items they felt were important for developing AEC. As
a part of a 4-H study on positive youth development, Bobek et al. conducted longitudinal
quantitative research using AEC with diverse youths from various states of the U.S. According to
exploratory factor analysis and confirmatory factor analysis, they found that an AEC had six
facets: civic duty, civic skills, civic participation, neighborhood social connection, adult social
connection, and peer social connection. Among the six facets, civic duty and civic skill in the
instrument represented the youths' attitudes toward civic action, social justice, and civic skills for
political participation (Bobek et al.). It was proved reliable through collecting data from the
diverse youths across the nation. A limitation of this instrument is that the items were created by
experts who had limited information about the citizenship development of minority youths.
The Civic Attitudes and Skills Questionnaire (CASQ) (Moely, Mercer, Ilustre, Miron, &
McFarland, 2002) is another well-developed instrument that had been used to examine youths'
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civic attitudes. Moely et al. (2002) developed the CASQ instrument based on previous measures
used to assess service-learning outcomes. This instrument included youths' civic action,
perceptions toward interpersonal and problem-solving skills and leadership skills, awareness of
political issues, and attitudes toward social justice and diversity. The researchers evaluated both
the internal consistency and test-retest reliability of the CASQ with the participation of collegelevel students from liberal arts courses. This instrument focused on how youths' value and
commit to certain behaviors. The authors did not provide enough information about the
participants and the context of the school setting in this research. As a result, it was difficult to
see how the reliability of the instrument would be influenced by the character of the participants.
Another project explored civic attitudes and behaviors among diverse youths. Bogard and
Sherrod (2008) assessed youths' attitudes toward the responsibilities of citizenship with an
instrument based on theoretical literature on youths' political development. There are 11 items in
the survey instrument. According to two-factor confirmatory analysis on data collected from 304
students in four Northeastern high schools, the instrument was found to fit into the two-factor
model proposed by Flanagan and Faison (2001). The two factors are polity-oriented attitudes and
civic-oriented attitudes. Although having a limited number of items and general statements, this
instrument contained items specifically related to the life of immigrant youths; for example,
"Speak English" was found in the category of polity-oriented attitudes.
With these instruments, differences among youths' attitudes were discussed regarding
ethnicity and immigrant status. Participants in different research performed differently on the
given instruments. Ethnicity turned out to be an important factor that influenced the survey
results. Bobek et al. (2009) analyzed the data collected from 1,100 eighth graders in the U.S.
They concluded that African American youths reported the highest civic participation; Latino

55
youths presented the lowest involvement in these activities; and Asian students were calculated
with other groups and had lower participation than whites and higher participation than Latinos
(Bobek et al.). However, Latinos achieved significantly higher scores than European American
males, and Latinas and Asian females achieved significantly higher scores than European
American females on polity-oriented attitudes in the research conducted by Bogard and Sherrod
(2008). Anglin, Johnson-Pynn, and Johnson (2012) surveyed 1,000 middle school and high
school youths in Northwest Georgia using the CASQ (Moely, et al. 2002). Since there were only
6.4% African American students in the sample, African American youths were not included in
the results. Although there were no significant differences between Latino/a and Caucasian in
attitudes toward social justice and diversity, Caucasian youths performed better than Latino/a
youths in civic action, interpersonal, problem-solving skills, leadership skills, and political
awareness. The conflicting results could be caused by the different instruments used by the
researchers and by the ethnicity composition of the sample. Ethnicity cannot be ignored as a
factor closely related to the group differences in civic attitudes surveys.
Youths' feelings of identity were found to be related to youths' civic attitudes. A strong
sense of ethnic identity was positively related to multiple civic attitudes (Anglin et al., 2012).
With the purpose of examining the relationships between their ethnic identity and the civic
attitudes between Latino/a youths and Caucasian youths, Anglin et al. (2012) connected the civic
attitude measurement, CASQ (Moely, et al. 2002), with the ethnic identity measurement, MEIM
(Phinney, 1992). The subscales of ethnic affirmation, belonging and commitment were strongly
related to most types of civic attitudes, including attitudes toward civic action, interpersonal,
problem-solving skills, political awareness, and social justice attitudes for both Caucasian and
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Latino youths. Anglin et al. could not explain why and how ethnic identity and youths’ civic
attitudes existed with the limited statistical data.
The qualitative explorations on the influence of youths’ life experiences on their civic
identity and attitudes might provide more information to explain the phenomenon. Based on
observations and interviews, Rubin (2007) found youths perceived the American ideals they
learned were not congruent with their life experiences. The youths held empowered attitudes
toward social changes for equity and fairness when they believed in their personal ability to use
the political system and had been encouraged to critique it. Instead, when they lost confidence in
the system and experienced disjuncture, they became discouraged and felt no change was
possible in the U.S. society. Although without mentioning youths’ immigrant status, Rubin
provided narrative information on how youths' identity was constructed through life experiences
and how those experiences influenced youths' civic attitudes. More research is needed to
understand immigrant youths’ life experience and its influence on their identity development and
value systems.
Research on U.S. youth civic attitudes was predominately quantitative using survey
instruments created by different experts. The performance of youths from various ethnic groups
were compared. Although significant differences were found between groups, the results varied.
How ethnic culture influences youths’ civic attitudes from the particular ethnic group is
unknown.
Engagement

Attending activities with an intention to influence social institutions, beliefs, and
practices, in addition, to affect processes and policies relating to community welfare, is defined
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as civic engagement (Colby, Ehrlich, Beaumont, & Stephens, 2003). A large amount of previous
literature in this area focused on youths’ voting behaviors, which is the main method of political
participation for youths. As attention moved from political participation to civic engagement,
more researchers examined youth attendance in other types of activities, such as contacting
public officials, gaining one’s voice, and discussing politics with family or friends (Lopez &
Marcelo, 2008; Stepick et al., 2008).
Ethnic backgrounds and immigrant status influence voting rates. According to the
descriptive statistics of the 2008 presidential election (Coley & Sum, 2012; File & Crissey,
2012), people of White and Black origins had higher rates in both voting and voting registration
than those of Asian and Hispanic origins. The Asian immigrant youths may be less likely to be
registered to vote than those from other immigrant groups. Callahan et al. (2008), using
Hierarchical Generalized Linear Modeling (HGLM) analysis, examined the interaction of
immigrant status with youths’ ethnicities. They found that youths who were Asian immigrants in
the sample were less likely to register to vote than other immigrants or native youths (p<.05).
Being an immigrant or not had a statistically significant influence on youths' voting in
their early adulthood (Lopez & Marcelo, 2008; Stepick, et al., 2008). Stepick et al. (2008)
surveyed 1,334 students from freshman English classes at Florida International University (FIU)
in 2001. The sample in this study consisted of 49% Latino, 11% Black, 4% Asian, and 36%
students from other ethnicities. The majority of them were from South Florida and a small
amount of them were from other states of the U.S. or other countries. According to the survey,
those of nonimmigrant origins were nearly twice as likely to register to vote compared to either
first-generation or 1.5-generation immigrants (p<.001).
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Lopez and Marcelo (2008) utilized the 2006 National Civic and Political Health Survey
(CPHS) data, which included two groups of youths between the ages of 15-25. One was a phone
sample and the other one was an internet sample. The researchers found that when controlling
demographic factors such as gender, race, socioeconomic status, region of residence, and
educational aspirations, immigrant youths were 18.8% less engaged in regular voting than native
youths in the phone sample (p<.001). The result was a little different in the internet sample, with
mostly non-White participants and a large proportion of immigrant youths. There were no
statistically significant differences between immigrant youths and native youths in regular voting
behavior; however, native youths were 18.8% more likely to try to persuade others to vote
(p<.05). Researchers in another study using the national survey data from the Adolescent Health
and Academic Achievement (AHAA) and the National Longitudinal Study of Adolescent Health
(Add Health) projects found that immigrant youths were statistically less likely to register to vote
(p<.001) or to actually vote (p<.05) (Callahan, Muller, & Schiller, 2008). Based on these largescale empirical studies, we may conclude that the factor of being immigrant is probably
associated with youths’ voting and voting registration behaviors.
High-school social studies education, community service in high school, and parents’
education levels were believed to be related to voting and voting registration behaviors in later
adulthood. The relationships among these factors and voting behaviors vary across immigrant
youths and non-immigrant youths. According to Callahan et al. (2008), the longitudinal data also
showed that social studies instruction received in high schools had a greater influence on
immigrant youths' voting and voting registration compared to the influence on non-immigrant
youths. When the first-generation and the second-generation immigrant youths accumulated
more than four social studies credits, they were over 10% more likely to register to vote and 20%

59
more likely to vote than the native youths (Callahan et al.). Additionally, community service was
weakly related to registering to vote, but parents’ education level did not have a significant
influence on either immigrant youths’ registration to vote or voting (Callahan et al.).
Using quantitative methodologies, researchers were able to examine differences between
immigrant youths' and non-immigrant youths' voting and registration behaviors. They could
track the longitudinal data from the national population and identified the potential effects of
youths’ education received, activities completed, and family characteristics in high schools on
their voting and registration behaviors. These are the advantages of quantitative studies in this
field. However, quantitative research is not enough to understand why those immigrant youths
decided not to participate in voting. Researchers used qualitative research to add youths' voices
to explain the phenomenon. Chakera and Sears (2006) interviewed 20 African immigrants and 20
native-born youths in Canada. Instead of showing the differences between immigrant and nonimmigrant youths, they believed both groups of youths had deep understanding of voting and
how voting plays a role in the political system. They argued that the reason young people had
little interest in voting was because they felt voting had little or no impact on making changes.
Stepick et al. (2008) partly supported this argument with voices from American immigrant
youths. They quoted the interview transcripts with a first-generation African American boy,
showing that alienation from electoral politics could be one of the reasons minority youths reject
voting.
Civic engagement is not limited to voting and voting registration. Youths can participate
in civic life through various activities. Researchers examined immigrant youths' civic
engagement in other civic activities with multiple survey instruments. In most of the measures
for civic engagement, immigrant youths were statistically similar to the non-immigrant youths
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(Lopez & Marcelo, 2008; Stepick et al. 2008). However, immigrant youths may be less engaged
in some types of political activities, such as working on campaigns, having political
conversations with parents, and encouraging somebody to vote (Lopez & Marcelo, 2008). Being
immigrant contributes to their engagement in activities such as helping non-English speakers,
which are activities the native youths may have fewer chances to participate in (Stepick et al.).
Utilizing 2006 CPHS data, Lopez and Marcelo (2008) found that immigrant youths were less
engaged than natives in activities such as volunteering and boycotting. Conducting research with
college freshmen in South Florida, Stepick et al. (2008) claimed that instead of registering to
vote, all of the participants, including immigrant and non-immigrant youth, were all highly
engaged politically through reading newspapers and browsing current events on the Internet.
Additionally, the South Florida youths were highly engaged in civic activities such as
volunteering or community services, tutoring, and helping senior citizens; but compared to nonimmigrants, immigrant students were more likely to use their bilingual skills to help other
immigrants (Stepick et al.).
Youth, belonging to minority ethnic groups or being an immigrant, may not actively
engage in electoral activities (Callahan et al. 2008; Coley & Sum, 2012; File & Crissey, 2012).
They may participate in civic life in another way, such as using their language skills to help other
immigrants (Stepick et al. 2008). More research is needed to learn about how immigrant and
minority students attend civic activities and are socially connected.
Knowledge

According to the civic assessment data, researchers recognized that there was a lack of
civic knowledge among U.S. youths (Coley & Sum, 2012; Lutkus, et al, 1999). In the 1998
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civics assessment conducted by the National Assessment Governing Board (NAGB), students
responded to open-ended questions. The answers were scored by specially trained professional
raters. More than 70% of the national samples of the fourth, eighth, and twelfth graders
performed at or below basic level, which was partial mastery of prerequisite knowledge and
skills that are fundamental for proficient work at each grade (Lutkus et al.). In the National
Assessment of Educational Progress (NAEP, 2010), students responded to both close-ended and
open-ended questions designed to measure the civics knowledge and skills critical to the
responsibilities of citizenship in America’s constitutional democracy. Of the 9,000 eighth grade
participants in U.S., 72% identified a right protected by the First Amendment; however, only
22% of them recognized a role performed by the U.S. Supreme Court and 1% of them were able
to name two actions citizens can take to encourage Congress to pass a law (Coley & Sum).
Although lacking civic knowledge, U.S. youths compared well with youths from other
countries in international research by Torney-Purta et al. (2001). Torney-Purta et al. presented
the second phase results of the IEA Civic Education Study (CIVED), which tested representative
samples of youths, approximately 14 years old from 28 countries, regarding their knowledge of
democratic institutions, principles, processes and related topics. The instrument was designed
based on case studies of civic education in individual participant nations. The test consisted of 25
items referring to knowledge of content and 13 items referring to skills in interpretation.
Confirmatory factor analysis was used to confirm the dimensional structure of the instruments
and a fairly wide range of difficulties and student abilities was covered by the test using a oneparameter Rasch model of the Item Response Theory (IRT) scaling methods. Youths from the
U.S. and other ten countries performed significantly better than the international average among
the 28 countries.
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Youths from different ethnic groups in the U.S. were compared with each other in both
assessment reports and empirical research on civic knowledge. White students scored higher than
students from other groups across Grades 4, 8, and 12 (Coley & Sum, 2012). Latino students had
significantly less civic knowledge than non-Latino students (Coley & Sum; Torney-Purta,
Barber, & Wilkenfeld, 2007). Using the data from the CIVED nationally-representative sample
of the ninth-grade students from the U.S., Torney-Purta, Barber and Wilkenfeld (2007) further
examined how other factors related to the knowledge gap between the Latino students and the
non-Latino students. They found that schools with larger numbers of Latino students had lower
civic knowledge scores than schools with fewer Latinos and the gap decreased when adding
speaking English at home as a predictor.
Schools with small Latino populations probably had more open climates for discussion in
classrooms and higher average parental education (Torney-Purta et al., 2007). Asian students did
not capture the researchers' attention. They were either grouped with Pacific Islanders or with all
other ethnic groups in discussions. It is difficult to know how well they performed on these tests.
Additionally, how being immigrants influences youths from certain ethnic groups to learn and
use civic knowledge was unknown.
Summary of Extant Research
Previous research on youths’ citizenship and citizenship education focused on identity
development, attitudes toward common goods and civic knowledge tests as well as engagement
in electoral and community service activities. The facts of being immigrant and minority were
examined and found to be related to youths’ knowledge, attitudes, and engagement. In previous
research, immigrant and minority youths usually scored lower in national civic knowledge
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assessment than their native White peers (Coley & Sum, 2012; Torney-Purta, Barber, &
Wilkenfeld, 2007). They had lower voting and voting registration rates (Coley & Sum, 2012;
File & Crissey, 2012; Stepic, Stepick, & Labissiere, 2008; Lopez & Marcelo, 2008). They were
also less engaged in activities such as volunteering and boycotting (Lopez & Marcelo). In
addition, they had less political awareness than native White peers (Moely, Mercer, Ilustre,
Miron, & McFarland, 2002).
These research studies used instruments based on experts’ knowledge without
considering the diverse pattern of citizenship development among the youths. What experts
valued may not be of value to immigrant and minority youths. For example, immigrant youths
may highly engage in helping non-English speakers, participating in family reunions, celebrating
cultural holidays with friends, and attending athletic clubs (Stepick et al., 2008), which are
activities crucial for them to practice their role in civic life, but such activities were commonly
ignored in previous research.
Researchers who were interested in youths’ identities paid more attention to immigrant
and minority youths (Berry, Phinney, Sam, & Vedder, 2006; Phinney, 2004; Rubin, 2007; Yip &
Cross, 2010). They found that how youths categorized themselves as members of ethnic groups
influenced their development, such as self-esteem (Berry, Phinney, Sam, & Vedder; Phinney;
Yip & Cross); attitudes toward U.S. ideals (Rubin, 2007); and civic attitudes toward political
action, interpersonal and problem-solving skills, political awareness, and social justice (Anglin et
al., 2012).
In sum, there is a lack of research on Asians, particularly Chinese immigrant youths and
their citizenship development in the areas of identity, attitudes, engagement, and knowledge.
Although cultural and national identities are believed to be important aspects of youth citizenship
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development (Banks, 2007; Enslin, 2000; Haste, 2004), cultural identity and its relationships
with youths’ mental wellbeing were the focus of the studies on immigrant youths (Berry et al.,
2006; Phinney, 1992; Rogers-Sirin & Gupta, 2012; Yip & Cross, 2004). More research is needed
to explore ethnic identity with the different developmental areas of citizenship. Research studies
about youth civic attitudes, engagement, and knowledge were commonly conducted using
instruments based on experts’ knowledge without considering the diverse pattern of citizenship
development among the youths. Citizenship experts in the U.S. may not have enough
information on immigrant youths and their diverse cultural backgrounds. Studying immigrant
youths from specific ethnic cultures may add new knowledge to the existing literature on
citizenship and citizenship education.

CHAPTER 3
METHODOLOGY

Introduction

This study explored how being Chinese descendants and living in the United States
influences the citizenship development of college-level Chinese immigrant youths. A mixed
method was used to answer the three research questions in two research phases. A qualitative
inquiry led to the research design in Phase I. A modified nominal group technique (MNGT) and
telephone interviews were conducted. MNGT is a type of group technique for collecting both
qualitative and quantitative data. The research results from the MNGT and telephone interviews
were used to answer the first research question. In Phase II, the results from the MNGT focus
groups were used to create an online survey instrument. The instrument collected data from a
larger sample throughout the U.S. The first section of Chapter 3 includes the research design.
The second section details the sampling procedure. Data collection is explained in the third
section. In the end, data analysis is described.
Research Design

A multiphase mixed method (Creswell, 2013) was used for data collection and analysis to
gain a better understanding of Chinese immigrant youths’ citizenship development. A mixed
methods approach is used when both qualitative and quantitative data are needed to better
understand the research problem than either method by itself (Creswell, 201; Merten, 2015). The
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combination of qualitative and quantitative research techniques provides the best information for
answering the research questions and hypotheses (Creswell, 2011).
Immigrant youths’ citizenship development is a complex phenomenon that includes
youths’ development in areas of identity, attitudes, engagement, and knowledge (Banks, 2007;
Enslin, 2000; Sherrod, Flanagan, & Youniss, 2002). Mixing both quantitative and qualitative
methods in a single study made it possible to provide the actual words of the Chinese immigrant
youths regarding their beliefs and behaviors about citizenship and, at the same time, described
the relationships among variables based on data from a large sample of Chinese immigrant
youths in the U.S. (Creswell).
Participants

In phase I, 36 participants were recruited through snowball sampling for MNGT focus
groups. Fourteen participants were selected for one-on-one telephone interview. In Phase II, a
sample of 129 Chinese immigrant youth completed the online survey.

Participant Criteria

Researchers in social-psychology and citizenship education frequently use the term
youth. The term usually refers to the life period between late adolescence and young adulthood
(Flanagan & Sherrod, 1998) and has been used to refer to individuals ages 15-25 (Lopez &
Marcelo, 2008). It is a period of great flexibility and openness. Researchers who are interested in
youth citizenship development also choose participants based on their grade levels, such as highschool or college-level students (Sherrod, Quinones, & Brabeck, 2002). In college, youth have
almost formed political views and fully identified themselves as members of a race group
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(Sherrod, 2003). Cultural identity is more stable during this age period. Focusing on cultural
influences on the youths’ identity, attitudes, engagement, and knowledge, participants in this
research were college students aged 18-25.
Immigrants include first-generation, 1.5-generation, and second-generation young adults
(Berry et al., 2006; Costigan et al., 2010; Ngo, 2008; Stepick et al., 2008). According to the
psychological and multicultural theorists, ethnic culture and national culture influence the
citizenship development of immigrant youths across generations (Berry et al., 2006; Costigan et
al., 2010; Stepick et al., 2008; Banks, 2007, 2008). A common characteristic of these immigrant
youths is that they have foreign-born parents. The difference is that immigrants came to the U.S.
at different ages with different immigration status. Some of them came to the country by
themselves as international students. Others immigrated with parents during childhood or
adolescence. The rest were born in the U.S. by first-generation immigrant parents. Although
immigration status may influence youths’ identification (Costigan & Su, 2014), youths with
foreign-born parents from the same ethnicity may have shared life experiences (Berry et al.,
2006; Li, 2012). Thus, Chinese immigrant youths across generations were recruited in this study
to understand the how culture influences citizenship development.
Individuals from single-heritage families and those from mixed-heritage families have
different personalities, adjustment, and intergroup relations (Stephan, 1992). This study did not
include mixed-heritage Chinese students. Only Chinese college-level immigrant students whose
parents and both sets of the grandparents are Chinese were recruited as participants.
As a result, Chinese immigrant youth recruited for this research study were participants
who met all of the following criteria:


College-level students ages 18-25.
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Immigrants who were born abroad or whose parents were born abroad.



Chinese whose parents and both sets of the grandparents are Chinese.
Procedure to Recruit Participants

The sample for this study was college-level immigrant youths with Chinese heritage who
were living in the U.S. The initial participants were found through campus organizations, such as
the Chinese Students and Scholars Associations (CSSA) and Asian American Centers. All of the
organizations were located in four-year colleges or universities.
In Phase I, 36 participants were recruited through snowball sampling for the MNGT
focus groups. They were initially found from the campus organizations located in four four-year
public universities. Two of the universities were located in urban areas and two of them were
located in suburban areas. The sample of the MNGT consists of twelve international students,
eight permanent residents, four naturalized citizens, and twelve American-born Chinese. The
participants included undergraduate students, graduate students, and youths who just graduated
and started to work. To minimize the bias caused by snowball sampling, the researcher asked the
participants: “do you know people who you feel might share your views?” and “Is there someone
else that may not share your views?” Therefore, people with different opinions were recruited for
the research. In the end, the 36 participants were from at least 10 different states in the U.S.
For the one-on-one telephone interviews, participants were purposefully selected based
on immigration status. Fourteen participants were selected, including four international students,
three permanent residents, two naturalized citizens, and five American-born Chinese. Most of
them had attended the MNGT focus groups.
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In Phase II, an online survey was sent to MNGT participants and student organizations.
Contact information for various Chinese student organizations was found through a Google
search. These organizations were located in over 40 public and private four-year universities in
the U.S. Participants were asked to send the survey link to their friends. A sample of 129 Chinese
immigrant youth finished the online survey, 51 males and 78 females. There were 45 born in the
U.S. and 84 were born outside of the U.S. Among those foreign-born participants, 29 came to the
U.S. before college and 55 came during college.
Data Collection

This research integrated qualitative and quantitative methods through using the MNGT,
one-on-one telephone interviews, and an online survey. The following section explains how data
were collected utilizing two research phases.
Phase I

Phase I data collection consisted of the MNGT focus groups and telephone interviews. It
was designed to answer the first research question, which asks how Chinese immigrant youth
develop citizenship in identity, attitudes, engagement, and knowledge in the U.S. The MNGT
focus groups were conducted with 36 participants using and online survey and email, and
gathering youth consensus on 10 MNGT questions (see Appendix C) across groups. Telephone
interviews were conducted with 12 participants to capture their life experience and the process of
their citizenship development.
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MNGT Focus Groups

Nominal group technique (NGT) is a structured group technique (Delbecq & van de Ven,
1971). It is a procedure that was originally introduced as an organizational planning technique to
facilitate effective group decision-making in social-psychological research in the 1960s (Delbecq
& van de Ven; Delbecq, van de Ven, & Gustafson, 1975). Researchers tried to modify the
original NGT procedure presented by Delbecq and van de Ven (1971). The modified NGT is
called the MNGT. The MNGT can be modified for particular research needs.
In an NGT focus group, the participants respond to the questions independently. They are
given equal opportunities to listen to each other and clarify their ideas. In the end, the
participants are asked to prioritize ideas, so greater consensus on how to answer the questions
can be achieved from group members. The MNGT used in the current research followed the
basic steps of the original NGT procedures (Delbecq & van de Ven, 1971), which were
introduction, silent generation of ideas, recording of ideas, discussion and clarification, and
prioritization of ideas. Since group members were interacting in real time, the fourth step was
conducted between among the researcher and participants through email.
The NGT in this research study was modified in two ways. First, it was modified based
on the Delphi technique (Delbecq et al., 1975) using an online environment to carry out the NGT
without face-to-face meetings. Email and online questionnaires were used to collect data.
Second, multiple questions were asked in the second step of the MNGT (Pokorny, Lyle, Tyler,
and Topolski, 1988). Traditionally in an NGT meeting, participants are asked to generate ideas
on only one question. Since citizenship development is a complex phenomenon, one question
was not enough to understand the different facets. To ensure the quality of the data and prevent
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bias caused by the “order effects” of the questions (Strack, 1992, p.23), participants received one
question at a time and the questions were asked in different sequences for different groups.
This research integrated qualitative and quantitative methods through using an MNGT.
There were six MNGT focus groups. Each group consisted of six participants. Before data
collection started, permanent residents, international students, undocumented immigrants,
foreign-born U.S. citizens, and children of immigrants were assigned evenly to different groups
based on their immigration status after being recruited. Data were collected through online
questionnaires. The researcher kept in touch with the participants through email. The following
section explains the procedure of the MNGT:
1. Introduction: Each of the participants received an introduction email explaining the
purpose of the study, the procedures for the MNGT, the expectation from the
researcher, and the confidentiality information. After receiving their assents for
participation, another email was sent to individual participants asking for
authorization to use their email address for sending research materials. Then a
consent form for the study was presented to individual participants before they were
ready to answer the 10 MNGT questions.
2. Generation of Ideas: There were 36 participants generating ideas and answering the
10 questions (see Appendix C) by completing 10 online questionnaires created with
Qualtrics.com. Each questionnaire contained one MNGT question. After the
participant consented to participate in the research, the researcher set up a 40-minute
appointment with each individual participant. During the 40 minutes, the researcher
sent each of links for the MNGT questions to the participants every four minutes
through email. The participant was able to think about the question, write down an

72
answer, and submit the questionnaire in four minutes. Then, the participant opened
another email and answered the next question. The participants received questions in
the same sequence as their group members. Since data collection for Group 5 and
Group 6 started late in the semester, three of the participants were too busy to make
the appointment with the researcher. Instead of meeting them online, the researcher
put all questions in one questionnaire for these participants so the participants were
able to answer the ten questions at a convenient time. All of the 36 participants
finished the second step of MNGT.
3. Recording of Ideas: The answers for each question from the same group were put
together into a consolidated list. Repetitive ideas, but not duplicate ideas, were
eliminated from the list. Spelling and grammar were corrected. There were 10 lists for
each of the groups. In total, 60 lists were generated.
4. Discussion and Clarification: The consolidated lists were put into six online
questionnaires for the six groups. Then the links to the questionnaires were sent to the
participants through email. Participants were asked to clarify the existing ideas or
contribute new ideas. Three of them contributed seven new ideas to the answer lists.
One participant clarified one of her own answers. Four of the 60 consolidated lists
were revised based on the participants’ responses in this step.
5. Prioritization of Ideas: After the revision, the consolidated lists for each of the groups
were sent to the group members again. The questions were asked in the same
sequence as they were in the second step. Group members were individually asked to
consider the 10 most important ideas under each of the questions and to rank them
from 1 to 10. One meant the most important and 10 meant the least important. Three
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participants dropped out in this step one naturalized citizen in Group 2, one
permanent resident in Group 3, and one international student in Group 4. In total, 33
participants finished the final step of the MNGT focus group.

One-on-One Telephone Interviews

Interviews were conducted to provide rich information from Chinese immigrant youths
and understand the influences of culture and life experiences on their citizenship development.
Since the participants in the study were geographically dispersed, it was not possible to
physically visit individual participants. One-on-one telephone interviews were conducted
(Creswell, 2013). In about 30 minutes, each of the 14 participants was asked to respond to the
open-ended structured questions (see Appendix C). All of the conversations were recorded and
transcribed for data analysis. Skype and Microsoft Sound Recorder were used.
Phase II

Phase II was designed to answer the second and third research questions, which
addressed how Chinese immigrant youths’ ethnic identity level and identification pattern related
to their citizenship development in the areas of identity, attitudes, engagement, and knowledge.
The survey was sent to a national sample of college-level Chinese immigrant youths in the U.S.

Online Survey

In Phase II, an online-survey was created based on the results from the MNGT focus
groups, the identification patterns proposed by Phinney and Devic-Navarro, (1997), and the
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Multigroup Ethnic Identity Measure (MEIM) (Roberts et al., 1999) (see Appendix F). It was a
cross-sectional survey design that collected data at one point in time (Creswell, 2013). With this
cross-sectional survey, it was possible to examine current attitudes, beliefs, opinions, or practices
of college-level Chinese immigrant youths (Creswell). The survey was created through
Qualtrics.com and sent to the participants through email.

Online Survey Instrument

The instrument for the online survey consisted of four parts (see Appendix F). The first
part included an introduction and ethnographic questions asking the youths’ gender, birthplace,
and immigration time. The second part was a question examining the youths’ identification
pattern. It was designed based on the identification pattern model proposed by Phinney and
Devic-Navarro (1997). The third part was the MEIM (Roberts et al., 1999), testing youths’ social
identity related to their ethnic group. The last part of the survey was the Chinese Immigrant
Youth Citizenship Development Survey (CIYCDS). It included characteristics frequently used
by the MNGT participants to describe the Chinese and American identities; the attitudes that
were believed as important for being good Chinese and/or American; the social and academic
activities that the Chinese immigrant youths engaged in; and the knowledge that was believed as
important for being Chinese and American.
The second part examined the youths’ identification pattern through asking the question:
“where are you among 1 to 5, if 1 is closest to be Chinese and 5 is closest to be an American?”
There were six answer options, including “1. I am only Chinese,” “2. I am more like Chinese,”
“3. I am half and half,” “4. I am more like American,” “5. I am only an American,” and “N/A. I
do not identify myself using the words of ‘American’ or ‘Chinese.’” “N/A” is the marginalized
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identity. One represented a separated identification pattern. Two and four represented the
alternating bicultural identities. Three represented the pattern of fusion or blended bicultural.
Since there are few examples of fusion identification pattern (Phinney & Devic-Navarro, 1997),
only three in this research were regarded as the blended bicultural identification pattern. It was
supported by the one-on-one telephone interview in this research in Phase I. According to the
telephone interviews, Chinese immigrant youths were asked the same question. Participants who
selected three were able to separate Chinese and American cultures and were going through the
blended bicultural identification. Five represented the assimilated identification pattern.
The third part of the survey was the MEIM (Roberts et al., 1999). Ethnic identity can be
described as the individual's self-concept deriving from his or her knowledge of membership in
an ethnic group (or groups), which is attached to the value and emotional significance to the
membership (Phinney, 1992). MEIM was originally designed by Phinney based on previous
literature on ethnic identity. This instrument is commonly used as a measure for youth ethnic
identity (Anglin, Johnson-Pynn, & Johnson, 2012; Berry, Phinney, Sam, & Vedder, 2006;
Phinney, 1992, 2004; Phinney, Horenczyk, Liebkind, & Vedder, 2001). The Cronbach’s alpha
coefficient of internal consistency was reported over .80, showing that the instrument has good
reliability across a wide range of ethnic groups and ages (Phinney; Roberts et al., 1999). Based
on a factor analysis of a large sample of adolescents from three largest ethnic groups (European
American, African American, Mexican American), the MEIM was revised into a two-factor
structure (Roberts et al., 1999). The two factors in the current MEIM are ethnic identity search (a
developmental and cognitive component) and affirmation, belonging, and commitment (an
affective component) (Roberts et al.) (see Appendix F). The revised MEIM (Roberts et al., 1999)
was used as the first part of the survey.
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The last part of the survey was the CIYCDS. The CIYCDS was developed from the
Phase I results. At the final step of the MNGT, participants were asked to select their top-10
priorities for each of the MNGT questions. Using a binomial test, the aggregated list of ideas was
separated into three parts, including the definite top 10 selections, mixed selections, and definite
top 10 non-selections. The results of the definite top 10 selections for each of the questions
across six groups were put together and analyzed using open coding. Repeating ideas among the
six groups were coded by themes. If a theme was found more than once among the six groups, it
was selected as part of the CIUCDS. These criteria were used because it meant the theme was
significantly selected as the top 10 ideas to answer the question and such significance recurred
among the six groups.
The 75 items were edited and used to create the final survey instrument. Since the items
from Question 9 were used as an extra resource for Question 1, they were combined. For
example, “Chinese history” is an answer for Question 9. It also works to answer the question
“What make people Chinese?”; however, it does not work to answer the question “How do you
describe the characteristics of yourself as Chinese,” so it was deleted from the final list. Items
that were in conflict with the interview results, like “politically identifying himself or herself as
Chinese” and “I am genetically Chinese,” were also deleted from the list. It was the same for
Question 10 and Question 2. Some other items such as “I value Chinese culture and understand
the importance of preserving that” and “I respect Chinese culture” overlapped with the MEIM,
they were also deleted from the CIYCDS. In addition, since results for MNGT Q5 were used to
better understand MNGT Q6 for engagement (see Appendix E). The results for MNGT Q6 were
used in the CIYCDS instead of those for MNGT Q5. In total, 45 out of the 75 items were used in
the online survey.

77
The survey sought to collect data about youths’ feelings toward certain ideas or about
their behaviors in some events; Likert scales were used (Rattray & Jones, 2007). For example, on
a 4-point rating scale, participants could strongly disagree, disagree, agree, or strongly agree with
a statement. Numbers were assigned to the Likert scales. The Likert scale data were analyzed at
the interval measurement levels.
Data Analysis

Data analysis in this mixed method research consisted of blended analysis (Creswell,
2011): the MNGT, interviews, and online survey were used for triangulation.
MNGT

The MNGT collected both qualitative and quantitative data. The qualitative data included
the participants’ words, phrases, and sentences used to answer each of the 10 MNGT questions.
Quantitative data were collected during the final step of the MNGT when the participants
selected their top-10 priorities among a list of ideas for each of the questions. Raw data were
downloaded from Qualtrics.com. The quantitative data were dichotomous data that can be
expressed as (0, 1). Zero represents the none selection and one represents selection. Binomial
analyses were executed. A binomial criterion was used to establish the regions of rejection and
acceptance for each of the answer lists. Observed proportions were calculated for each of the
answers. A “definite” top-10 item was the item with an observed proportion larger than the
acceptance region of the list.
The items identified as “definite” top-10 priorities were analyzed across groups for each
of the 10 MNGT questions. They were coded and categorized into different themes. The
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importance of various themes was analyzed based on the frequency the theme occurred in the six
groups. If a theme of a question occurred more than once among the lists of the definite top-10
priorities of the six groups, it is presented in the following results. These criteria were used
because if a theme was selected, it meant the theme was significantly selected as a top-10 idea to
answer the question by a group of participants and such significance recurred among the six
groups.
One-on-One Telephone Interviews

Six step open-coding of themes (Creswell, 2013) was used for interview data analysis.
Each of the interview recordings was transcribed and converted into text data. Windows Media
Player was used to control the speed of the recordings so the transcriber could easily follow the
conversations. The researcher read the transcriptions of every individual interview and divided
them into parts based on relevance to the questions. The segments were labeled with codes. The
researcher compared codes generated from the interviews and collapsed the overlapping and
redundant ones. The frequency of the codes was computed in Microsoft Excel. Different codes
were connected with each other and categorized into themes. Various themes were used to
explain how life experiences influenced Chinese immigrant youth to make sense of their identity,
devote to a wider community, and engage in community life as well as document their values on
the knowledge that may help them to live as Chinese in the U.S. An external reviewer was
invited to review the codes of the MNGT and the transcriptions of the telephone interviews. This
reviewer is Chinese. He had just graduated with his doctoral degree and found a job in a public
university in the U.S.
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Online Survey

Descriptive, bivariate correlation, and chi-square of independence analyses were
conducted to analyze the online survey data. Descriptive tests were used to understand
identification patterns of Chinese immigrant youths and describe the participants’ characters. The
research results helped to sketch a picture of Chinese immigrant youths in this research and how
they associate themselves with Chinese and American cultures. Then the level of MEIM
(Roberts et al., 1999) was correlated with the score of youths’ Chinese identity, civic attitudes
that are important for being good Chinese, engagement in social and academic activities, and
how they valued the knowledge that may help them to preserve Chinese culture. Since the data
were not normally distributed according to the Shapiro-Wilk test of normality, Spearman’s Rho
(Field, 2009) was calculated using SPSS to determine the relationships between Chinese
immigrant youths’ ethnic identity level and their citizenship development as Chinese. Cohen’s
(1988) guideline was used to learn about the strength of the relationships. In the end, chi-square
of independence tests were conducted to examine the relationships between identification
patterns and citizenship development. The guideline provided by Rea and Parker (1992) was
used as the reference to interpret the strength of the relationships.
Summary

A mixed method was used in this study utilizing MNGT, one-on-one telephone
interviews, and online survey data collection strategies. Both male and female college level
Chinese immigrant youths were recruited through a snowball sampling technique. Qualitative
and quantitative data were analyzed to answer the three research questions. The next chapter
details the findings based on the data collected.

CHAPTER 4
FINDINGS

This chapter presents the findings from the current study. Research findings were
presented based on the three data collection methods: MNGT, one-on-one telephone interviews,
and an online survey. A report of the Chinese immigrant youths’ opinions on citizenship and life
experiences that were associated with citizenship development as well as their self-reported
belongings to Chinese and American culture groups are presented. Additionally, more findings
answered the three research questions. Research question one with four sub-questions was
answered using the MNGT focus groups and telephone interview data. Research question two
with four sub-questions was answered through bivariate correlation tests. Research question
three with four sub-questions was answered through chi-square of independence tests.
MNGT

As explained in Chapter 3, binomial tests were used to understand how the six MNGT
focus groups prioritized the answers for the 10 MNGT questions. To decide the regions of
rejection for each of the answer lists, a binomial criterion was calculated. Answers with observed
proportions smaller than the binomial criteria fell into the region of rejections. They were called
“definite” top 10 non-selection. Then, subtract the area from one to determine the region of
acceptance. Answers with observed proportions lager than the region of acceptance were called
“definite” top 10 selection. Answers with observed proportions between the region of rejection
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and the region of acceptance were called mixed selection. With the binomial analysis, each of the
answer lists were separated into three parts, including “definite” top 10 non-selection, mixed
selection, and “definite” top 10 selection. After that, the “definite” top 10 selections were
analyzed across groups. The recurring themes were believed as consensus among the participants
and presented to answer the 10 MNGT questions.
Example: Group 5 Question 1

In the final step of the MNGT, the participants independently selected 10 answers from
each of the answer lists as their priority ideas that could be used to answer each of the MNGT
questions. Then the participants ranked the items from 1 – 10 (1 was the highest priority in the
list). Using Question 1 in Group 5 as an example, there were a total of 33 items generated by the
Group 5 participants to answer the question: “How would you describe the characteristics (e.g.
attitude, behaviors, and beliefs) of yourself as Chinese living in the U.S.?” Six participants fully
participated in the MNGT focus group. Among the six participants, two were international
students, two were permanent residents, and two were American-born Chinese. The list is as
follows; the items were organized alphabetically descending:













I work hard.
I try not to mind what other people will say and focusing on your work.
I have yellow skin.
I have self-esteem.
I have a collectivist mindset because I always think about the good of my family and
friends.
I don't waste time.
I don’t run into conflict with others because they might have guns.
I am well-rounded because I perceive life in the U.S. from two perspectives.
I am very careful about the safety problems, especially at night.
I am soft spoken/timid.
I am smart.
I am shy.

82






















I am self-reliant.
I am responsible.
I am respectful.
I am protective, meaning protective of myself and those around me and protective of
my own cultural ideals.
I am patriotic.
I am kind.
I am individualistic because I can reject others' words if it supports my own goal(s).
I am humble.
I am honest.
I am group oriented.
I am friendly.
I am fearful.
I am family-oriented.
I am driven.
I am disadvantaged being Chinese.
I am curious
I am caring.
I am Asian.
I am advantaged being a model minority.
I am a sponge soaking up two of my personal cultures while integrating the cultures
of those around me.
I am a good student.

Items selected by the six MNGT participants as part of their top-10 choices were
analyzed using binomial distribution techniques (see Appendix E). Since participants were
selecting 10 out of 33 total items, a binomial criterion of .303 was used to establish the region of
rejection. Items with observed proportions smaller than the criterion fell into the region of
rejection. They were called definite top-10 non-selections. The region of acceptance was found
by subtracting .303 from 1, which was .697. If the items had observed proportions greater
than .697, they fell into the region of acceptance and were called definite top-10 selections. Items
with observed proportions between .3.3 and .697 were mixed-selections.
Three (3) items were statistically identified as definite top-10 priorities based on binomial
analysis with a test criterion of p = .303:
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I work hard.
I have a collectivist mindset because I always think about the good of my family and
friends.
I am respectful.

An additional 19 items from the original 33-item list were likewise identified as definite
non-priority top-10 interests:




















I am individualistic because I can reject others' words if it supports my own goal(s).
I am fearful.
I am curious
I am advantaged being a model minority.
I have yellow skin.
I have self-esteem.
I am soft spoken/timid.
I am smart.
I am self-reliant.
I am patriotic.
I am kind.
I am honest.
I am group oriented.
I am friendly.
I am driven.
I am disadvantaged being Chinese.
I am caring.
I am Asian.
I am a good Student.

The remaining 11 items were classified as mixed top-10 priorities. This represents items
that were neither identified as definite priorities or as definite non-priorities. This list should be
viewed as inconclusive in terms of informational preferences. Those 16 items are as follows:









I try not to mind what other people will say and focusing on your work.
I don't waste time
I don’t run into conflict with others because they might have guns.
I am very careful about the safety problems, especially at night.
I am shy.
I am responsible.
I am well-rounded because I perceive life in the U.S. from two perspectives.
I am protective, meaning protective of myself and those around me and protective of
my own cultural ideals.
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I am family-oriented.
I am humble.
I am a sponge soaking up two of my personal cultures while integrating the cultures
of those around me.
MNGT Answer Lists

In total, there were 145 items among the definite top 10 selections in 60 answer lists.
With open-coding analysis, 75 themes were found as recurring across the six groups (see Table
1). Before the data were analyzed across groups, answers were prioritized by one group to
answer one question, but were used more frequently to answer another question by a second
MNGT group. For example, “I am hardworking” and “I am independent” are characteristics of
the Chinese immigrant youths as both Chinese and American. However, “hardworking” is used
more often to address their Chinese identity and “independent” is a word frequently used when
participants talked about their American identity. Focusing on the recurring themes, it is helpful
to understand the importance of an answer for a specific question.
According to the 36 college-level Chinese immigrant youths, there were different
priorities for being Chinese and American. Being Chinese, it was important to respect Chinese
culture and maintain the traditional Chinese values such as being family-oriented, humble,
hardworking, and respectful toward elder people. For the Chinese immigrant youths being
American, it was important to know American culture and respect the American values such as
obeying rules and discipline, being open-minded, respectful toward diversity of the society, and
knowing how to communicate with other people. Social and academic activities were the ways
that the Chinese immigrant youths socially became connected with other people. The Chinese
immigrant youths engaged in these two kinds of activities.
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Table 1

Definite Top-10 Priorities Across Groups

Themes

Group Consensus
1 2 3 4
5 6

Q1. How would you describe the characteristics (e.g. attitude,
behaviors, and beliefs) of yourself as Chinese living in the
U.S.? (Identity)
x x
 I am open-minded.
 I respect other people, especially the elder people.
 I am hardworking.
Q2. How would you describe the characteristics (e.g. attitude,
behaviors, and beliefs) of yourself as an American with
Chinese heritage? (Identity)
x x
 I respect the diversity of the society.
 I am bicultural.
x x
 I am open-minded.
x
 I appreciate and incorporate my ethnic culture in my daily life.
x
 I am bilingual.
Q3. What attitudes do you think you need to have to be a good Chinese? (Attitudes)
 Respect Chinese culture, family, friends, elder people, and the
authority.
x x x
x x
 Be responsible
x x
 Be family-oriented
x x
 Be honest
x
 Work hard
x
 Be knowledgeable and feel pride of Chinese culture and history
 Be humble
Q4. What attitudes do you think you need to have to be a good American/
to live in the U.S.? (Attitudes)
 Be open-minded
x
x
 Be independent
x
 Express opinions straightforward but avoid being offensive
x x
 Be aware of the diversity of the society and respect other people.
x
 Be adaptive and knowledgeable of American culture
x x
 Work hard and play hard
 Have strong will to succeed and get ready to achieve the goals
 Obey the laws and be disciplined
Table continued on next page

x x
x x

x
x x
x
x

x x x
x
x
x
x
x x

x x
x
x x
x x
x
x
x x
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Table cont. from previous page
Q5. What do you do to socially connect with other people?
(Engagement)
x x x x
x
 Have meals and get together
x x
x x x
 Hang out with friends
x x x x x
 Chat through text message
x x x x
 Travel with friends
x x
x x
 Connect through social media
x
x
x
 Have face-to-face conversations
x
x x
 Go to school
x
x x
 Join in people who share same interests
x x
x
 Attend a party
x
x
 Phone calls
x x
 Work
Q6. What events do you usually attend that make you feel good about yourself (Engagement)?
x x x
x x
 Spending time with friends
x
x x x
 Spending time with family
x x x
 Having conversation about or with people from different culture
x x
 Enjoying concerts, musical events, or movies
x
x
 Celebrating holidays
x
x
 Traveling with friends
x
x
 Having a good professional performance
 Going to place where I can learn something, such as museum, a
farmer's market, or exhibitions
x
x
Q7. What do you think you need to know to be Chinese? (Knowledge)
 Chinese language
x x x x x x
 Chinese family traditions
x x x x x x
 Chinese custom and etiquette
x x x x x x
 Chinese festivals
x x x
x x
 Chinese culture
x x x x x
 Chinese history
x x
x
x
 Chinese food and cuisine
x x x x
 How to act in front of elders
x x
x x
 How to respect others
x
x x
Table continued on next page
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Table cont. from previous page
Q8. What do you think you need to know to be an American/
to live in the U.S.? (Knowledge)
 American culture
 American English
 Law
 Social skills
 How to respect people with diverse backgrounds
 American history
 How to express opinions
 American values and beliefs
 Social cues (e.g. facial expression, vocal tone, body language)
 American custom and etiquette
Q9. What make a person Chinese?
 Know Chinese culture and associate that with his or her behaviors
 Being family-oriented
 Genetically being Chinese and having Chinese heritage
 Know Chinese language
 Valuing Chinese culture and understand the importance of
preserving that
 Being well educated
 Chinese history
 Politically being a Chinese citizen
 Appearance
G10.What make a person an American?
 Have long-time life in the U.S. and know the culture
 Individualism
 Politically being an American citizen
 Being proud

x x
x x x
x x x
x
x
x
x x
x
x x x
x
x
x
x
x x
x
x
x
x
x
x x x
x x
x x
x x x
x x x x
x
x
x
x x

x

x x
x
x
x
x
x

x

x
x
x
x

x
x x

x
x

x
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One-on-One Telephone Interviews

Open-coding analysis on the interview data showed that Chinese immigrant youths had
both positive and negative experiences as Chinese descendants living in the U.S. Participants
with different developmental paths had various descriptions of their life experiences.
Experiences of Chinese Immigrant Youth

The experience of being Chinese living in the U.S. was mostly positive according to the
14 college-level Chinese immigrant youths. Some participants described their experience as
happy. These participants talked about the good environment of the U.S. and acceptance by other
people in the society. The environment of the U.S. was described as open and people were
encouraged to be creative. The life pressure was believed as lower than their home origins if they
came to the U.S. during the high school. A permanent resident student said that “if I did not
come here, my life might be straight forward and have a lot of pressure as a lot of students have
in China.” In addition, people in the U.S. were described as nice and open-minded by the
participants who felt happy living in this society. An American-born Chinese youth said that “I
hang out with different people… They never made me feel like I am different than them.”
Some other participants felt they were advanced because they are both Chinese and
American. First of all, they believed there would be more career opportunities for them because
they know both Chinese and English. Second, they felt confident to say something in a
conversation about cultures, especially the Chinese or Asian cultures. Most of the American-born
second-generation immigrants believed it was an advantage knowing Chinese culture in the U.S.
They felt advanced by learning morals and insights from their Chinese parents. Additionally,
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some participants seemed to like certain Asian American stereotypes like being good at math and
hardworking. A permanent resident student said:
I feel that most Americans have a little bit stereotype and feel Asian or Chinese are good
at math and smart. When they are looking at some teammate or partners they always
looking for some Chinese or Asian. A little bit pressure, but I feel OK about that.
Another student claimed, “People think I am hard working. I am hard working and I don't mind
people made such judgement on me.”
However, participants did encounter uncomfortable or difficult situations in their life. As
a male American-born Chinese student said:
A bad thing growing up as Chinese in America is in the situation where I am the only
Chinese American and no one can really understand where I come from. They may judge.
They may question how I react to things or do things.
According to the participants, such judgment was more often given by people who came from
dominant White communities and had little experience with other races. A female participant
who was living in a white community observed:
People staring at me sometimes. They don’t do that to other Americans… Growing up in
the U.S., people still feel I have Chinese accent even though I tried hard to repeat myself
to them.
The first- and 1.5 generation participants recalled difficult memories when they first came to the
U.S. because they were not able to communicate in English and they were put in classes with
only English language learners and separated from the “normal” students. As they stayed longer
and their English became better, life was not as difficult as before. However, when these
immigrant students were in situations in which other people talked about pop culture or used
slang, they still felt lost and did not know how to participate in such conversations.
Trying to adapt to the American way of life was not only the struggle of the newcomers,
but was also crucial for participants who had lived in the U.S. for most of their lives. For
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example, drinking was believed to be a social activity and a communication tool in the Chinese
culture. Whereas, when the Chinese immigrant youths came to the U.S. or left their Chinese
family and went to universities, they experienced a different culture. A Chinese international
student observed that
American do have this kind of party that people are really crazy about it. But back in
China, I think people are more in a way mild. From what I experienced, in some
American parties, people shout. They are happy and they speak with loud voice in an
excited way. They drink beers like all day long. The party could start at 9 AM and they
start drinking beers. They can drink like 20 bottles. That is crazy in my personal opinion.
An American-born Chinese male described his experience of drinking with Caucasian friends
and Chinese friends. Drinking with Caucasian friends involves less social aspects but more
respect and appreciation of the wine itself. However, drinking with Chinese friends had more
focus on social aspects. He said that
I recently moved to Florida. The people I met here are all Caucasian. There is really no
Asian people that I can hung out with here. A big part now is going out to drink at a bar. I
guess that is the culture here. I don't know if it is only Florida or not. (Do you like it?) I
like being with people that I can get connected with. I do drink. But I do that for social
aspect. It is enjoyable experience. But it is not something I will do on my own. One or
two of my Chinese friends do drink. Sometimes we might drink at home in addition to
what we already do. But we won't meet just for drink.
The participants may need different guidelines in different situations. As one of them said:
“trying to sit in is the nature of human beings.” This participant mentioned that since he grew up
with strong Chinese influences through his family, he strongly identified himself as Chinese. The
feeling changed when he was outside of home. He tried to assimilate to the norm of other people.
For example, he would see what other people did if he was in a non-Asian household.
There were both positive and negative experiences for the Chinese living in the U.S.
Most of the participants focused on the positive experiences. They felt happy with the
environment and the opportunities to improve themselves. The participants, especially those who
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identified themselves as both Chinese and American, appreciated the advantage of being in the
U.S. and having the qualities of both Chinese and American cultures. Although they were judged
or experienced difficulties, they tried to adapt to the American way of life.
Different Developmental Paths

The Chinese descendants in the U.S. were influenced by both the American and Chinese
cultures. The participants, regardless of their immigration status, talked about differences
between the two cultures and how the cultures influenced their beliefs and behaviors. However,
with various developmental paths, the participants had different focuses during the interviews.
All of the four interviewed international students came to the U.S. during college. They
noticed that American culture had influenced them in terms of their worldviews and behaviors.
One of the international students was once on a trip with her parents who came to visit the U.S.
from China. She realized that her parents were reluctant to give tips to the waiters since they
thought they had already paid well for food and could not understand why they had to pay extra
money. The participant said she came at an age of developing all of the values about the world,
and the American culture changed her in a way that she felt she should give back when being
helped by others.
Another example is a male participant who came to the U.S. for one year to pursue his
master’s degree. Although the participant identified himself as only Chinese and not an
American at all, he said that the experience in America has influenced his life. He started to
smile at strangers on the road, which is currently not a normal behavior in China. He felt that this
small action made a huge difference in relationships among strangers. It made people feel warm
and accepted by others in a society.
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Among the 14 interviewees, there were three permanent residents and two naturalized
citizens. Although they were all born outside of the U.S. and have similar immigration status,
these participants each had different life experiences and opinions on identity. Three of the five
participants were first-generation immigrants who arrived in the U.S. during high school and
college. One first-generation naturalized citizen came to the U.S. during college. She said that
she had “lots of difficulties when first arrived in this country.” These difficulties came from the
language and cultural issues. The other two first-generation immigrants came to the U.S. during
high school. They emphasized that the experience after attending American schools changed
their personalities, including being more open-minded and more open to other people. These
three first-generation immigrants mentioned that holding a green card (being a permanent
resident) or having official American citizenship (being a naturalized citizen) made them feel
like an American. At the same time, they were living a Chinese way of life, which basically
means having a Chinese diet, being around Chinese friends, preferring communication in
Mandarin, and reading Chinese news.
Two participants were 1.5-generation immigrants. They were both girls who arrived in
the U.S. when they were 11-years-old. Like the first-generation immigrants, they maintained the
Chinese way of life to some extent. For example, they still talked in Chinese at home with their
parents and other relatives, ate food that is different than the American diet, and respected the
elder people in their families. Although they were also permanent residents or naturalized
citizens, compared to the first-generation immigrants, they had a longer life in the U.S. They
were the participants who talked more about the challenges of how to be accepted by other
Americans or keep good relationships with Chinese people. Arriving in the country at an early
age, both of the participants still had language issues. The issues were not about daily
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communication, but more about knowing American pop culture and fighting with the Asian
accent that may not be accepted by some Americans. One of them also talked about her dilemma
of communicating with Chinese people who were from her home origin.
Five American-born Chinese youths were interviewed. The conversation with this group
of participants was largely filled with their appreciation of both the Chinese and American
cultures. Their descriptions of the experience as a Chinese youth living in the U.S. society were
focused on the influence of the Chinese culture on their daily life. The participants recalled the
good memories with their family, such as spending time at parks instead of commercial places,
enjoying the natural environment, being taken care of by grandparents, doing community service
with parents, or enjoying healthy dinners that were well prepared by their parents. Their
understanding of the Chinese culture was mostly from their parents. They humbly stated that
their understanding of Chinese culture might be biased, and most of these second-generation
participants ended the interview with the wishes of continuously exploring more of Chinese
culture. Some of them would like to go back to visit the country their parents or grandparents
were from. Some of them hoped to learn more of the language to be able to write and
communicate at a professional level.
With different developmental paths, these Chinese immigrant youth went through
different identification patterns. Their identification patterns were related to their citizenship
development. More findings are presented when answering research question one and research
question three.
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Online Survey

A total of 129 college-level Chinese immigrant youth finished the online survey (see
Table 2). Of the respondents, 60.5% (N=78) were female, 39.5% (N=51) were male. There were
34.9% (N=45) participants born in the U.S. and 65.1% (N=84) born outside of the U.S. Among
the foreign-born Chinese immigrant youths, 3.9% (N=5) arrived in the U.S. before elementary
school, 2.3% (N=3) arrived during elementary school, 1.6% (N=2) arrived during middle school,
14.7% (N=19) arrived during high school, and 42.6% (N=55) arrived during college.
Table 2
Participants Demographic Profile
Variables
Gender
Birth Place
Arrival

Total

Respond Items
Female
Male
In the U.S.
Outside of the U.S.
Before elementary school
During elementary school
During middle school
During high school
During college (university)

N
78
51
45
84
5
3
2
19
55
129

%
60.5%
39.5%
34.9%
65.1%
3.9%
2.3%
1.6%
14.7%
42.6%
100%

Collectively, the 129 college-level Chinese immigrant youths had strong ethnic and
national identity. On the MEIM, with a range of score between 1 to 4, participants scored high in
both affirmation, belonging, commitment (M = 3.27, SD = .46) and the ethnic identity search (M
= 3.05, SD = .47). The overall score of the MEIM was M = 3.18, SD = .43. With the same range
of scores, the participants’ feelings of Chinese and American identity were also high (M = 3.45,
SD = .36; M = 3.34, SD = .38, respectively). The participants valued both the Chinese and
American attitudes asked in the survey (possible range of score was 0 – 4, M = 3.45, SD = .46; M
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= 3.26, SD = .45, respectively). The participants’ involvement in social and academic activities
were also above neutral (possible range of score was 0 – 4, M = 2.84, SD = .48). The Chinese
knowledge and American knowledge were thought highly by the participants (possible range of
score was 0 – 4, M = 3.29, SD = .47; M = 3.14, SD = .46).
The identification question of “Where are you among 1 to 5, if 1 is closest to being
Chinese and 5 is closest to being an American?” was the second part of in the online survey. It
was found that the Chinese immigrant youths usually had separated, alternating bicultural, and
blended bicultural identification patterns, but not the fused, marginalized, or assimilated
identification patterns.
Out of the 129 participants, most of the participants showed bicultural identification
patterns (see Table 3). They felt themselves more Chinese (26.8%), more American (11.8%), or
half Chinese and half American (23.6%). A large number of the participants felt they were only
Chinese and had a separated identification pattern (37.0%). No participant selected five, being
assimilated to the American culture. Only one female participant refused to identify herself as
Chinese or American. Two missing values were found among the 129 participants on the
identification pattern question.
In sum, most college-level Chinese immigrant youths in this research went through
bicultural identification patterns. Many participants identified themselves as only Chinese. They
were predominantly immigrants who just came to the U.S. during college. Participants who went
through different bicultural identification patterns included all types of participants: those who
were born in the U.S., those who came before college, and those who came during college.
Therefore, feelings of belonging to both Chinese and American cultural groups was common for
the Chinese immigrant youths, except those who came to the U.S. during college. Participants

96
with separated identity were compared with bicultural participants using more sophisticated
statistical techniques to test what difference in citizenship development may be related to the
Chinese immigrant youths’ self-reported identification patterns.
Table 3
Descriptive Statistics of Identification Patterns

Birth Place

N/A
I don’t
identify
myself as
Chinese or
American
N=1

Where are you among 1 to 5?
1
2
3
I’m only
I’m more
I’m half
Chinese
like
Chinese and
Chinese
half
American
N=47

N=34

N=30

4
I’m more
like an
American

N=15

In the U.S.

0
1
12
19
12
0.0%
2.3%
27.3%
43.2%
27.3%
Outside of the U.S.
1
46
22
11
3
0.0%
35.7%
25.0%
35.7%
3.6%
Before College
0
9
7
10
1
0.0%
35.7%
25.0%
35.7%
3.6%
During College
1
36
15
1
2
1.8%
65.5%
27.3%
1.8%
3.6%
Total
1
47
34
30
15
0.8%
37.0%
26.8%
23.6%
11.8%
Note: N=129 There were two missing data on question “Where are you among 1 to 5?”

Research Question 1

This section presents data to answer the question: How do college-level Chinese
immigrant youths in the U.S. develop their citizenship?
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Identity

Ethnic identity and national identity are two aspects of social identity (Berry et al., 1989;
Phinney, 1992). They develop based on group membership consisting of a shared definition of
what attributes the group has and how it differs from others (Fearson, 1999; Tajfel & Turner,
1975). Instead of only focusing on how the participants described the characteristics of
themselves as members of two social groups (Q1 and Q2), the answers for Q9 (What makes a
person Chinese?) and Q10 (What makes a person an American?) were also used to understand
the characteristics of Chinese identity and American identity.
According to binomial analysis of the quantitative data collected from the MNGT focus
groups and the open-coding across groups, a shared understanding of the attributes for a Chinese
identity and an American identity were found among the MNGT participants. The characteristics
that might be used to describe a Chinese identity included “being open-minded”; “knowing and
valuing Chinese culture”; “respecting other people, especially the elder people”; “being
hardworking”; “knowing Chinese language”; “being well-educated”; “knowing Chinese history”;
“having Chinese appearance”; “genetically being Chinese”; and “politically being a Chinese
citizen.” Their shared understanding of the attributes for an American identity included “being
open-minded,” “knowing Chinese culture and incorporating that with behaviors,” “respecting the
diversity of the society,” “being bicultural,” “being bilingual,” “having long-time life in the U.S.
and know the culture,” “thinking highly of individual and freedom,” “being proud over being an
American / living in the U.S.” and “politically being an American citizen.”
Data collected through one-on-one telephone interviews confirmed most of the attributes
of Chinese and American identity. When participants were asked to ethnically identify
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themselves and talk about their ethnic culture, they used the words “hardworking,” “respecting
elder people,” “family-oriented,” “Chinese language.” The identification pattern of “Where are
you among 1 to 5, if 1 is closest to be Chinese and five is closest to be an American?” was asked
during the interviews. When talking about the American identity, the participants talked about
American lifestyles, their life experience living in the U.S., and their pride in the American
environment and education.
Some of the characteristics generated by MNGT Q9 and Q10 were in conflict with the
interview data. MNGT Q9 and Q10 asked participants to describe their typical images of
Chinese people and Americans. According to the MNGT, a typical Chinese identity includes
“genetically being Chinese,” and “politically being a Chinese citizen.” “Politically being an
American citizen” was also among the characteristics of the typical American identity. These
results contradicted the interviews. For example, one of the interview participants indicated that
“genetically being Chinese” was not how she identified herself as Chinese. She saw how she was
different from the children who were adopted from China by American parents. In addition,
according to the interview data, the sense of Chinese identity and American identity was beyond
political citizenship. Three out of the four international students perceived their American
identity, although they were not politically American. All of the American-born Chinese who
had American nationalities had a strong sense of Chinese identity. As a result, considering the
data collected from the MNGT focus groups and the one-on-one telephone interviews, two sets
of characteristics were related to Chinese immigrant youths’ ethnic identity and national identity
(see Figure 3).
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Figure 3. Consensus of Chinese and American identity among Chinese immigrant youth.
Ethnic identity was salient for the college-level Chinese immigrant youths. In the MNGT,
all 36 participants identified themselves as Chinese with specific characteristics, such as being
hardworking, being respectful, and knowing the Chinese culture. In the interview, none of the 14
participants identified themselves as only an American. They were always somewhat Chinese
and doing things following the Chinese culture. Although one of the Taiwanese girls preferred to
use “Asian” instead of “Chinese” as her ethnic identity, she was not reluctant to talk about
Chinese culture and her experience living around other Chinese in the U.S. The Chinese identity
was even strong for those who were born in the U.S. They said “I am Chinese,” and “I integrate
Chinese culture into my daily life.” One of the American-born Chinese female participants
identified herself as Chinese American. She said that “I am not only genetically Chinese. I see a
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lot of children that were adopted from China, they are very differently from me or children born
in China.”
The salience of American identity for Chinese immigrant youth varied across the
participants. During the MNGT focus groups, some participants refused to answer the question:
“How would you describe the characteristics (e.g. attitude, behaviors, and beliefs) of yourself as
an American with Chinese heritage?” One interview participant claimed he was not American at
all but only Chinese. Some other participants felt they were somewhat American because they
started to get used to the food and lifestyle in the U.S. The rest of the participants had a strong
American identity and believed that American culture influenced their personalities and guided
them to make decisions in their daily life.
What kinds of identification patterns participants went through relied more on the
perceived American identity but not the Chinese identity. Participants’ identification pattern and
national identity were influenced by their life experiences in the U.S., immigration status,
immigration generation, and potential plans to stay or leave the U.S. It was a combination of the
different factors instead of just one (see Table 4). Participants in the interviews selected different
numbers and usually responded to this question with their experience living in the U.S.
Occasionally, the current immigration status and their plans to go back to their home country or
stay in the U.S. were mentioned during the conversations.
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Table 4
Developmental Paths and Idetnficiation Patterns

Life Experiences
American culture influenced my
behaviors and living style
American culture changed my
worldview.
I hung out with friends from
different cultures.
I live in Chinese way of life.
I like the natural and academic
environment in the U.S.
I have limited connections with
other American.
American media does not have
enough international or diverse
coverage.
My family is traditional Chinese
family.
I have two sets of guidelines in
different situations.
I am American in terms of my
language and social contacts.
Immigration Status
International students
Permeant residents
Naturalized citizens
American born Chinese
Immigration Generations
First-generation
1.5-generation
Second-generation
Future Plan
Leave the U.S.
Unsure
Stay in the U.S.

1
Only
Chinese

2
More
like
Chinese

3
Half
&
Half

x

x

x

x

x

x

x

x

x
x

x

4
More like
an
American

x
x

x
x
x

x

x

x

x

x
x

x
x
x
x

x
x

x
x
x

x
x

x
x
x

x
x
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International students who are not U.S. citizens or permanent residents tended to feel the
bicultural identity if there was no clear plan for going back to their home country. If they were
well adapted to the American way of life, such as engaging in the local communities beyond
their ethnic group, they may accept the American identity. For example, two international
students who had been in the U.S. for two years and six years, respectively, felt that they were
Chinese but had started to get used to the American food and lifestyle. They chose to answer the
question that they were both Chinese and American, but more closely Chinese. One international
student who came to the U.S. four years earlier said that the American experience helped her to
learn about all kinds of cultures and that she enjoyed hanging out with friends from different
ethnicities. This participant chose three to represent her identity. She even thought she might
change to be more American in the future.
Different from these three participants who had longer lives in the U.S., one international
student came to the U.S. to attend a short master’s program for one year. He had a clear plan for
going back to China after graduation. Although the experience in the U.S. helped him to see the
differences between the American culture and Chinese culture, he noticed some influence of
American culture on him, such as he started to smile at strangers on the road just like lots of
American people did to him. However, he felt he was only Chinese, but not American or
bicultural at all.
Participants who were permanent residents or U.S. citizens chose to select three or four.
Some of them identified themselves as half Chinese and half American. Others felt they had both
Chinese and American identities, but the American identity was stronger. Among the permanent
residents and U.S. citizens, the first-generation immigrants including two permanent residents
and one naturalized citizen chose to be half American and half Chinese. When they gave the
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reason for the selection, all of them mentioned that they enjoyed living in the U.S. in Chinese
way of life. They liked the natural and academic environment in the U.S., but most of their
personal social contacts were predominantly Chinese people. There might be a lack of
experience with other Americans. As one of the participants said:
I don't have a lot of personal life experience with Americans. Usually, I engaged with
them in a lot of events like career fair and like the professional event. That's the way I
communicate with Americans.
Although the two 1.5-generation immigrants had similar life experiences, both of them
are females who arrived the U.S. at the age of 11. They overcame language difficulties and
experienced a difficult time deciding who they are. After over ten years life living in the U.S.,
they made different choices. The permanent resident participant selected number three. Her
identity was half Chinese and half American. She originally came from Shanghai, China. Her
parents found jobs in the U.S. after earning college educations in this country. Most of her
relatives were still in Shanghai and she goes back to visit them several times. She had just started
to pursue her master’s degree when being interviewed. She was thinking of going back to China
in the future. Growing up in a rural area in the U.S., she felt some Americans lacked knowledge
about modern China. When she came to the country at 11, people asked her what calendar she
was using and if Japan is bigger than China. She said she liked the big cities in China like
Shanghai and Shanxi because they are internationalized. She felt the American media did not
have a lot of international coverage. While sometimes the way she reacted to things made her
realize her American identity, she said that when she did some favors for her Chinese friends,
they always made some food for her. She felt it was unnecessary and she would not do that just
like most of the Americans would not make food gifts.
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The other 1.5-generation immigrant is a naturalized citizen who identified herself as an
American Chinese and more like an American. She migrated to the U.S. with her parents to join
her bigger family. Most of her relatives had already moved to the U.S. before them. She said
they all talked in Chinese at home and shared news about China or other Chinese people with
each other. The feeling of Chinese culture is inside her, and the way other people see her makes
her continuously perceive that she is an American but has Chinese identity.
All of the five second-generation participants, who are American-born Chinese,
acknowledged that they have qualities of both Chinese and American cultures. Three of them felt
as an “equal blend of both Chinese and American culture.” The other two felt they were more
American. The types of identity they had seemed to be related to how they were raised.
The three participants who identified themselves as half Chinese and half American
mentioned that they had traditional Chinese families in the U.S. They talked in Chinese at home
and spent time having dinner or watching TV with their family as if they were back home. They
may use different guidelines to make decisions in different situations. One participant was born
into a family who came to the U.S. with financial difficulties. He felt that, with his family, his
decisions were mostly made based on how much it cost. Instead, when he was with his friends
trying to buy something, the question turned to whether the product was needed or not.
Two American-born Chinese felt more American. One of them had family in Taiwan. He
was sent back and forth to receive education in both Taiwan and the U.S. He was living only
with his sister in the U.S. after he went to college. The other American-born Chinese who felt
herself as more like an American had a strong appreciation of the Chinese culture that she
learned from her parents. She valued hardwork and had a strong will to succeed. She said:
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A lot of what I perceive as important and a lot of my motivation for my life had been
really influenced by my parents. But regard to my language and culture, I am definitely
(feeling) closed to be American.
Since there was a lack of interaction with other Chinese people, she honestly claimed that her
understanding of the Chinese culture might be wrong. These two second-generation participants
identified more as Americans. They were either not raised in a traditional Chinese family or were
exposed to limited numbers of Chinese people and the Chinese culture.
In short, how college-level U.S. Chinese immigrant youths identified themselves with
respect to the Chinese and American culture was a sophisticated psychological process. It was
primarily influenced by their feelings of to what extent they understood the two cultures. Ethnic
identity was salient among the participants. What identification patterns they went through were
closely related to their American identity. For Chinese immigrant youths, the American identity
and identification patterns they went through were influenced by their life experiences in the
U.S., current immigration status, immigration generation, and future plans to leave or stay in the
U.S. Most of the participants across different immigration statuses claimed they had bicultural
identity with an integration of both Chinese and American culture. Only the international
students who came to the U.S. during college with a specific plan of going back to the home
country were reluctant to say they were somewhat American. Being bicultural or not related to
aspects of their citizenship development. The relationships will be further explained under
research question three.
Attitudes
According to the MNGT participants, Chinese people should hold the attitudes of “being
knowledgeable and feeling pride of Chinese culture and history” ;“respecting family, friends, and
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elder people”; “working hard”; “being family-oriented”; “being responsible,” “being honest”;
and “being humble.” Being an American, it was important to “be open-minded,” “be aware of
the diversity of the society and respect other people,” “be knowledgeable of American culture,”
“be independent,” “express opinions straightforward but avoid being offensive,” “have strong
will to succeed and get ready to achieve the goals,” and “obey the laws and be disciplined.”
During the interviews, when the participants responded to the question of what attitudes a
good citizen should have in an ideal society, over half of the participants indicated that a person
is a good citizen if she or he does nothing bad to the society through following the rules and
obeying the laws. Another theme raised among the interview participants was being productive.
As one of the participants said, “A lot of people have very good intention. They wanted to help
people but they don't have the means. That does not make them a bad person or bad member of
the society. But I think it is unproductive.” Getting better education and having a job were
believed as being productive. Working hard was the way to achieve these goals.
Valuing diligence is part of the traditional Chinese culture; at the same time, diligence is
important for immigrants living in the U.S. As one of the participants observed, Chinese do not
separate work and life as strictly as Americans. He felt that for American people, “work is work
and life is life. Americans probably won't take the work back home. In China, if people are busy,
work may fill all their life.” Two participants who grew up in Chinese immigrant families
indicated that working hard is a standard that was established by their parents since they were
young, not only academically but also socially. This standard was perceived more as a way of
life instead of as a kind of pressure from the family. One of the participants said that “Being
hardworking is something that I grow up with and I believe to be.” Being hardworking is
important for immigrants. Most of the first-generation and second-generation immigrants in this
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research do not have as much financial capital, intellectual capital, and social capital as the thirdplus generation Americans in this country. Working harder than other people is the way for them
to survive, which may come before other things like happiness, money, or relationships. A
naturalized citizen said that “I feel when I try to find a job, I need to try harder than other
American. It is still hard (for immigrant) even I am a citizen.”
In general, being obedient, traditional, productive, and adaptive were the important
attitudes for Chinese immigrant youths. To be obedient, people need to obey the laws and be
disciplined. To be traditional, people need to be honest, family-oriented, and humble. More
importantly, a good citizen needs to be productive with good intentions and the means to fulfill
good will. Therefore, the attitudes of hardwork, responsibility for what they are doing, and
having a strong will to succeed are necessary for good citizenship. In addition, to be adaptive to
American life, the immigrants need to be open-minded, respect diversity, be independent, and
know how to express their opinions.
Engagement

The MNGT participants were highly involved in social activities with friends and family,
such as “hanging out,” “traveling,” and “having meals and getting together.” They enjoyed
“spending time with family and friends”; “having conversation with people about other cultures
or with people from different cultures”; “enjoying concerts, musical events, or movies”;
“celebrating holidays with other people”; and “traveling with friends.” In addition, the
participants enjoyed academic activities such as “going to school and trying to get good
professional performance,” and “going to places, such as museum, a farmer's market, or
exhibitions, to learn something.”
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The Chinese immigrant youth engaged in activities that made them socially connected
with other people. It was believed to be a healthy way of life that makes a positive impact on the
community. Participants in the interviews thought highly of being connected with other people.
They liked doing sports, joining cultural organizations, and having dinner with friends. This is
the way they believed they would “do nothing bad” to society. When asked how their social
activities may contribute to a better life in society, they believed that becoming connected with
other people through social activities made them feel mentally healthy.
The theme of “doing volunteer work or community service” was only among the definite
top-10 priorities in one MNGT group that made participants feel good about themselves.
However, five interview participants said they volunteered to help other people. The volunteer
activities included giving rides to newcomers, helping other students with homework, teaching
Chinese to children in church, helping to clean up the park, working at the nursing home, and
teaching somebody to play piano or dance. The participants perceived these activities as a small
help and giving back to the community. As one participant said, “I like helping people one-onone. I am not in newspapers, but I think I can make a positive impact.” Another participant
explained, “Being here (in the U.S.), being comfortable, it is important to give back as much as
possible. Just little things can make you contributors to the community.”
The Chinese immigrant youths enjoyed themselves in social activities and academic
activities. They enjoyed academic activities such as going to school and learning from
exhibitions or museums. Through these activities, the Chinese immigrant youths learned
knowledge and became productive, so they could contribute to the society. According to the
interviews, the Chinese immigrant youths participated in civic activities such as volunteering,
donating, or helping others. But these civic activities are not among the top priorities to answer
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the question “What events do you usually attend that make you feel good about yourself?” on the
MNGT. Additionally, there was a lack of participation in political events.
Most of the participants had no interest in politics and were not involved in political
activities. Their reasons for not being interested or involved in political activities included “there
is a lack of trust on politicians,” “it is difficult to make changes unless it is changed in a way that
government support,” and “most of the figures of the leaders of the country in the media are not
Asian.” They felt the lack of engagement in political activities would not influence their
contribution to the society.
Knowledge

Both American and Chinese culture, custom, and etiquette, as well as history, were
believed important according to the MNGT focus groups. Additionally, to be Chinese, it is
important to know “Chinese language,” “Chinese food and cuisine,” “Chinese family traditions,”
“how to act in front of elder people” and “how to respect others.” To be an American/to live in
the U.S., the participants believed that it was also important to know “American English,”
“American values and beliefs,” “U.S. laws,” “how to express opinions,” and “social cues (e.g.
facial expression, vocal tone, body language).”
The interviews confirmed that mastering both Chinese and English was the most
important thing. For the Chinese native speakers, English was the foundation for them to
communicate with people and live in the country. For the English native speakers, the Chinese
language is part of their Chinese identities. An interview participant recorded the memory of
learning how to write Chinese when he was young. He said that he regretted that he dropped out
of the Chinese school. It looked like he had missed something in his life.

110
Learning Chinese and American cultures for the Chinese immigrant youths was a selfregulated process. An international student was renting all kinds of opera CDs from the library
when she was interviewed. She said she was shocked when she saw her American friends were
crazy about watching the opera shows. It was something that she did not grow up with, and she
said she would like to catch up and learn more about the culture. An American-born Chinese felt
it was a personal thing to learn about his ethnic culture. He tried many ways to keep himself in
the culture, such as reading Chinese books, contacting Chinese friends, and going back to visit
Taiwan.
The learning process may need some degree of intervention, especially when the 1.5generation or first-generation immigrants first arrive in the country. Most of these participants
experienced struggling with English and felt shy talking in English. They were English language
learners (ELLs). Some of the schools separated the ELLs from the “normal” students, which
might not be enjoyed by all of the young learners. A 1.5-generation participant who came to the
U.S. at 11 said that
I think it is important that they (the schools) encourage the students (immigrants) to
interact with normal students. (When I was in middle school,) they put us in this room
where there were just immigrants… (They) section me with other immigrant kids. We
speak Chinese with each other all day long. It was not the way that I am supposed to
learn and to be able to function normally. It was nice to have somebody to talk with you
in your native tongue. But at the same time, it is important to encourage them to have
experience as normal kids. So you don’t feel you are caged in or sectioned off.
A first-generation permanent resident student who came to the U.S. during high school was also
sent to the ELL classroom. She had happy memories with other immigrant students from
different countries. However, she was not able to interact with “normal” students except in math
class. Only when students had good ability to take the regular classes were they allowed to take
the regular courses with the “normal” students. She still felt she was too shy to interact with
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other people when she was interviewed. She was about to finish her bachelor’s degree and
realized that it was important to learn how to communicate with other people in the U.S.
Compared with this student, another first-generation permanent resident student also came to the
U.S. during high school. He said his personality was shy before. The experience of working at
Chinese and Japanese restaurants and engaging in the teamwork with other American students
helped him overcome his shyness. He described his experience in the U.S positively with fluent
oral English during the interview.
The knowledge important for the Chinese immigrants the conventional civic knowledge
such as English, American history, laws, national values, and beliefs (Torney-Purta et al., 2001).
In order to be Chinese living in the U.S., they needed to keep their original Chinese culture,
traditions, and history. To be a member of the U.S., they needed to also learn the American
culture and the communication skills in this society.
Phase I of the research utilized MNGT focus groups and online interviews to answer the
first research question. Ideas about identity, attitudes, engagement, and knowledge that reached
higher-level consensus across the MNGT groups were presented among the findings. Interview
data added information about life experiences crucial for understanding the developmental
process of an individual’s citizenship.
Research Question 2

The following section presents data for the second research question: What are the
relationships between the level of Chinese immigrant youths’ Multigroup Ethnic Identity
Measure (MEIM) (Roberts et al., 1999) and the four features of citizenship development?
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Bivariate correlations were conducted to test the relationships. The scatterplots shown in
Figure 4 suggest positive correlations between paired variables, which included MEIM and
Chinese Identity, MEIM and Chinese Attitudes, and MEIM and Engagement as well as MEIM
and Chinese Knowledge. Conducting Shapiro-Wilk test, it was found the data were not normally
distributed; therefore, a Spearman’s Rho, instead of a Pearson’s Correlation Coefficient test, was
used (Field, 2009). Coefficients between .10 and .29 represent a small association; coefficients
between .30 and .49 represent a medium association; and coefficients above .50 represent a large
associate or relationship (Cohen, 1988, p. 75-107).

Figure 4 Scatterplots of MEIM and Chinese identity, Chinese attitudes, engagement, and Chinese
knowledge. The scatterplots suggested positive relationships between the level MEIM and the
four citizenship developmental areas of Chinese immigrant youths.
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MEIM and Chinese Identity

There was a moderate positive correlation between the level of MEIM (Robert at al.,
1999) and the participants’ Chinese identity in general, rs (129) = .447, p < .000 (see Table 5).
More specifically, the level of MEIM was moderate related to the characteristics of “I am familyoriented.” “I respect other people, especially the elder people.” and “I know Chinese culture and
associate that with my behaviors.” Other characteristics regarding Chinese identity – “I am openminded.” “I am hardworking.” and “I am well-educated.” – were weakly related to the level of
MEIM among the Chinese immigrant youths.
The component of affirmation, belonging, and commitment in the MEIM (Robert at al.,
1999) includes survey items 3, 5, 6, 7, 9, 11, 12. The component of exploration in MEIM was
ethnic identity search, which are items 1, 2, 4, 8, and 10. The two components of MEIM (Robert
at al., 1999) have different relationships with Chinese immigrant youths citizenship
development. The component of affirmation, belonging, and commitment had a stronger
relationship with the level of MEIM, rs (129) = .447, p < .000, compared to the component of
exploration, rs (129) = .311, p < .000. Different from the general relationships, the characteristic
of “I am hardworking” is moderately related to the component affirmation, belonging, and
commitment, rs (129) = .323, p < .000. Most of the characteristics of Chinese identity were
weakly related to the component of exploration.
The bivariate correlation analysis between ethnic identity level and Chinese identity
indicated that the more participants perceived belonging to their ethnic group with a clearer sense
of their ethnic identity and more pride in their ethnic membership, the stronger the Chinese
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immigrant youths identified themselves with the characteristics of being family-oriented,
respecting elder people, being hardworking, and knowing Chinese culture (see Table 5).

Table 5
Correlations Between Ethnic Identity Level and Chinese Identity

MEIM

Affirmation,
belonging, and
commitment
.447***
.187*
.397***

Ethnic identity
search

Chinese Identity
.447***
.311***
I am open-minded
.183*
-I am family-oriented
.369***
.242**
I respect other people,
.394***
.333***
.277**
especially the elder people.
I am hardworking.
.279**
.323***
.180*
I know Chinese culture and
associate that with my
.378***
.404***
.285**
behaviors
I am well-educated.
.207*
.213*
.181*
Note. N = 129. MEIM = Multigroup Ethnic Identity Measure; ***p<.001, ** p < .01, * p < .05
MEIM and Attitudes

Participants in this research were asked to what extent they valued the attitudes of being
“responsible,” “honest,” and “humble.” Significant positive correlation was found between the
level of MEIM and Chinese immigrant youths’ attitudes toward good citizenship, rs (129)
= .277, p < .01 (see Table 6). The strength of the association was small (Cohen, 1988). Among
the three attitudes, being “responsible” had no significant correlation with the total MEIM
(Roberts et al., 1999) at p < .05. However, if the two components of MEIM were examined
separately, the attitude of being “responsible” is weakly related to the component of affirmation,
belonging, and commitment, rs (129) = .217, p < .05. The component of affirmation, belonging,
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and commitment also had a weak positive relationship with the attitudes of being “humble,” rs
(129) = .220, p < .05. It had a moderate correlation with the attitude of “being honest,” rs (129)
= .331, p < .000. Another component, identity search, had no significant correlation with
attitudes of being “responsible” and “honest.” It was only weakly related to the attitude of “being
humble,” rs (129) = .197, p < .05.

Table 6
Correlations Between Ethnic Identity Level and Citizenship Attitudes

MEIM

Affirmation,
belonging, and
commitment
.331**

Ethnic identity
search

Chinese Attitudes

.277**

.193**

Being responsible

--

.219*

--

Being honest

.258**

.331***

--

Being humble

.222*

.220*

.197*

Note. N = 129. MEIM = Multigroup Ethnic Identity Measure; *** p < .0001, ** p < .01, *p<.05.
Overall, there was a weak, positive correlation between the Chinese immigrant youths’
ethnic identity level and their attitudes toward being a good Chinese person. The component of
affirmation, belonging, and commitment had stronger correlations with the three examined
attitudes compared with the component of ethnic identity search. Increases in feelings of
affirming, belonging and committing to being Chinese were correlated with the increases in
valuing the attitude of “being honest,” “being responsible,” and “being humble.” The increases in
spending time on exploring ethnic identity may not be correlated with the attitudes of “being
responsible” and “being honest.” But increases in the exploration of Chinese immigrant youths’
ethnic identity searches may be somewhat related to the attitude of “being humble.”
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MEIM and Engagement

The relationship between the level of MEIM (Roberts et al., 1999) and engagement in
social and academic activities among Chinese immigrant youths was weak, rs (129)
= .207, p < .05 (see Table 7). The level of MEIM was positively related to the participants’
engagement in activities such as “spending time with friends,” “spending time with family,”
“having conversation with people about cultures or with people from different cultures,” and
“going to school and trying to get good professional performance.” Among the four activities,
the component of affirmation, belonging, and commitment only had a weak correlation with the
participants’ engagement in “having conversation with people about cultures or with people from
different cultures,” rs (129) = .179, p < .05. The component of ethnic identity search had stronger
relationships with all of the four activities compared to affirmation, belonging, and commitment.
Therefore, the more these college-level Chinese immigrant youths preferred spending time
finding out their ethnic culture, actively participating in ethnic activities or organizations, and
thinking about the influence of ethnic membership on their life, the more they tended to be
engaged in “spending time with friends,” “spending time with family,” “having conversation
with people about cultures or with people from different cultures,” and “going to school and
trying to get good professional performance.”
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Table 7
Correlations Between Ethnic Identity Level and Engagement

MEIM

Affirmation,
belonging, and
commitment
.181*
---

Ethnic
identity
search
.194*
.203*
.194*

Engagement
.207*
Spend time with friends
-Spend time with family
.213*
Have conversation with people
about cultures or with people
.214*
.179*
.217*
from different cultures
Enjoy concerts, musical events,
---or movies
Celebrate holidays with other
---people
Travel with friends
---Go to school and try to get good
.192*
-.242**
professional performance
Go to places where I can learn
something, such as museum, a
---farmer’s market, or exhibitions.
Note. N = 129. MEIM = Multigroup Ethnic Identity Measure; *** p < .0001, ** p < .01, *p<.05.
MEIM and Knowledge

Moderate, positive correlation was found between the level of MEIM (Roberts et al.,
1999) and how the participants valued the knowledge that was important for them being Chinese,
rs (129) = .437, p < .000 (see Table 8). The knowledge included “Chinese language,” “Chinese
history,” “Chinese food and cuisine,” “Chinese family traditions,” “how to act in front of elder
people,” and “how to respect people.” “How to act in front of elder people” and “how to respect
people” had a stronger relationship with the level of MEIM than other knowledge p < .01. The
component of affirmation, belonging, and commitment had a moderate correlation with the
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participants’ value regard this knowledge, rs (129) = .436, p < .000. The strength is larger than
the correlation between ethnic identity search and the participants’ value on the knowledge,
which was also a moderate correlation, rs (129) = .341, p < .000.
As a result, for these Chinese immigrant youths, the increases in their ethnic identity level
– especially the feelings of affirmation, belonging, and commitment – were somewhat correlated
with the increases in their value for learning knowledge about Chinese language, history, food
and cuisine, family traditions, behavior in front of elders, and the way to respect other people.

Table 8
Correlations Between Ethnic Identity Level and Value on Knowledge
MEIM
Chinese Knowledge
Chinese language
Chinese history
Chinese food and cuisine

.437**
.281**
.298**
.240**

Affirmation, belonging, Ethnic identity
and commitment
search
.436**
.341**
.291**
.202*
.334***
.224*
.240**
.182*

Chinese family traditions
.228*
.208*
.205*
How to act in front of
.322***
.264**
.291**
elders
How to respect people
.324***
.343***
.234**
Note. N = 129. MEIM = Multigroup Ethnic Identity Measure; *** p < .0001, ** p < .01, *p<.05.
In sum, the ethnic identity level of these Chinese immigrant youths was found to be
moderately or weakly correlated with their citizenship development regarding their Chinese
identity, attitudes toward being a good Chinese person, engagement in social and expressive
activities, and value of knowledge that helped to maintain their Chinese identity. All of the
statistically significant relationships were positive. If viewing the two components of MEIM
(Roberts et al., 1999) separately, the component of affirmation, belonging and commitment has a
stronger relationship with citizenship development in the areas of identity, attitudes, and
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knowledge. When these Chinese immigrant youths had stronger feelings of belonging, pride, and
commitment to the ethnic group, they tended to think of themselves as hardworking, familyoriented, respecting elder people, and knowing and associating their behaviors with the Chinese
culture. With a higher level of affirmation, belonging, and commitment, the participants also
tended to value behaviors of being honest. In addition, the stronger participants perceived clear
ethnic membership and belonging to the ethnic group, the stronger they valued Chinese history
and the proper behaviors of respecting other people. Whereas, the participants who had a
stronger intention to explore their ethnic culture engaged slightly more in activities such as
spending time with friends and family, having conversation with people about cultures, and
going to school.
Research Question 3

This section presents the findings related to research question 3: What are the
relationships between Chinese immigrant youth identification pattern and their citizenship
development?
Chi-square of independence tests were performed to determine if there were relationships
among the participants’ identification patterns and the four areas of their citizenship
development. Participants who reported themselves as “only Chinese” were regarded as having a
separated identification pattern. Those who reported themselves as “more like Chinese,” “half
Chinese and half American,” or “more like an American” were regarded as having a bicultural
identification pattern. Likert scales of the survey were collapsed into two categories, including
“more likely to agree with the item” and “less likely to agree with the item.” Participants with a
separated identity (N=47) were compared to those with a bicultural identity (N=79) in identity,
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attitudes, engagement, and knowledge. The guideline provided by Rea and Parker (1992) was
used to interpret the measure of the association, Phi. The strength of the relationships was
determined as follows: a) .00 to .10 was negligible association; b).10 to .20 was weak
association; c) .20 to .40 was moderate association; d) .40 to .60 was relatively strong
association; e) .60 to .80 was strong association; f) .80 to 1.00 was very strong association (Rea
and Parker, 1992, p. 203).
Identification Pattern and Identity
Table 9 compares the identification pattern and the Chinese immigrant youths’ ethnic
identity. When the Likert scales of “agree” and “strongly agree” were categorized as more likely
to agree with the survey items (ML) and the scales of “disagree” and “strongly disagree” were
categorized as less likely to agree with the survey statements (LL), no significant relationship
was found between the identification pattern and the survey items of the MEIM (Roberts et al.,
1999) (p < .05). When only “strongly agree” was categorized as more likely to agree with the
survey items (ML1), and “strongly disagree,” “disagree,” and “agree” were categorized as less
likely to agree with the survey statements (LL1), one significant relationship was found between
the identification pattern and the survey item of “I have a clear sense of my ethnic background
and what it means for me,” X2 (1, N = 126) = 8.212, p < .01. Compared to the participants who
felt themselves as “both Chinese and American,” the participants who felt themselves as “only
Chinese” were more likely to strongly agree that they had a clear sense of their ethnic
background and understood what their ethnic background means to them. According to Rea and
Parker (1992), the strength of the relationship is moderate, φ=.255, p<.01.
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Table 9
Chi-Square of Identification Pattern and Ethnic Identity
Responses

I have spent time trying to
find out more about my
ethnic group, such as its
history, traditions, and
customs.
I am active in
organizations or social
groups that include mostly
members of my own
ethnic group.
I have a clear sense of my
ethnic background and
what it means for me.
I think a lot about how my
life will be affected by my
ethnic group membership.
I am happy that I am a
member of the group I
belong to.
I have a strong sense of
belonging to my own
ethnic group.
Table continued next page

LL/LL1

Identity Pattern
Separated
Bicultural
Identity
Identity
---

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL1

LL/LL1

24
-1.3
23
1.9
--

60
1.0
19
-1.4
--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

ML1

χ2

Φ

--

--

--

--

8.212**

.255**

--

--

--

--

--

--
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Table cont. from previous page
I understand pretty well
LL/LL1
what my ethnic group
membership means to me.
ML/ML1
In order to learn more
about my ethnic
background, I have often
talked to other people
about my ethnic group.
I have a lot of pride in my
ethnic group.

I participate in cultural
practices of my own
group, such as special
food, music, or customs.
I feel a strong attachment
towards my own ethnic
group.
I feel good about my
cultural or ethnic
background.

--

--

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

--

--

--

--

--

--

--

--

--

--

--

--

Notes. N = 126. *** p < .0001, ** p < .01, *p<.05; LL=less likely to agree with the statement
(including options of “Disagree” and “Strongly Disagree”), ML=more likely to agree with the
statement (including options of “Agree” and “Strongly Agree”); LL1= less likely to agree with
the statement (including options of “Agree,” “Disagree,” and “Strongly Disagree”), ML1=more
likely to agree with the statement (including the option of “Strongly Agree”); Standardized
residuals appear in parentheses below group frequencies.
Table 10 compares identification patterns and the characteristics of Chinese immigrant
youths’ Chinese and American identities. For Chinese identity, when the Likert scales of “agree”
and “strongly agree” were categorized as more likely to agree with the survey items (ML) and
the scales of “disagree” and “strongly disagree” were categorized as less likely to agree with the
survey statements (LL), a significant relationship was found between the identification patterns
and the survey item of “I am family-oriented,” X2 (1, N = 126) = 4.904, p < .05. Participants with
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a bicultural identity were more likely to agree or strongly agree that they were family-oriented.
The strength of the relationship was weak, φ=.197, p< .05. When only “strongly agree” was
categorized as more likely to agree with the survey items (ML1), and “strongly disagree,”
“disagree,” and “agree” were categorized as less likely to agree with the survey statements (LL1),
no significant relationship was found between the identification pattern and Chinese identity.

Table 10
Chi-Square of Identification Pattern and Chinese and American Identities
Survey Items

I am open-minded.

I am familyoriented.

Responses
LL/LL1

Identity Pattern
Separated Bicultural
Identity
Identity
---

ML/ML1

--

--

LL

5
-1.3
74
.5
--

I respect other
people, especially
the elder people

LL/LL1

9
1.7
38
-.6
--

ML/ML1

--

--

I am hardworking.

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

ML

I know Chinese
culture and associate
that with my
behaviors.

Table continued on next page

χ2

ϕ

--

--

4.904*

.197*

--

--

--

--

--

--
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Table cont. from previous page
I am well-educated.
LL/LL1

--

--

ML/ML1

--

--

LL/LL1

8/43
-2.3/-1.1
71/36
1.2/1.5
25
-1.7
54
1.5
--

I have long-time life
in the U.S. and know
the culture here.

I think highly of
individual and
freedom.

LL/LL1

20/38
3.0/1.4
27/9
-1.6/-1.9
31
2.2
16
-2.0
--

ML/ML1

--

--

I am bicultural.

LL/LL1

14/43
3.0/2.2
33/4
-1.2/-3.1
5
1.8
42
-.4

339
-2.3/-1.7
76/40
.9/2.4
1
-1.4
78
.3

19

7

I respect the
diversity of the
society.

ML/ML1
LL1
ML1

ML/ML1
I am bilingual.

LL
ML

I am proud over
being an American /
living in the U.S.

LL

--

--

17.927***/
8.960**

.377***/ .
267**

14.051***

.334***

--

--

17.054***/
23.007***

.368***/ .
427***

5.708*

.213*

17.928***

.377***

3.0
-2.3
ML
28
72
-1.5
1.2
Notes. N = 126. *** p < .0001, ** p < .01, *p<.05; LL=less likely to agree with the statement
(including options of “Disagree” and “Strongly Disagree”), ML=more likely to agree with the
statement (including options of “Agree” and “Strongly Agree”); LL1= less likely to agree with
the statement (including options of “Agree,” “Disagree,” and “Strongly Disagree”), ML1=more
likely to agree with the statement (including the option of “Strongly Agree”); Standardized
residuals appear in parentheses below group frequencies.
For American identity, significant interactions were found between identification patterns
and multiple characteristics of American identity for the college-level Chinese immigrant youths.
When the Likert scales of “agree” and “strongly agree” were categorized as more likely to agree
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with the survey items (ML) and the scales of “disagree” and “strongly disagree” were
categorized as less likely to agree with the survey statements (LL), significant relationships were
found between identification pattern and the statements of “I have long-time life in the U.S. and
know the culture here,” X2 (1, N = 126) = 17.927, p < .001; “I am bicultural,” X2 (1, N = 126) =
17.054, p < .001; “I am bilingual,” X2 (1, N = 126) = 5.708, p < .001; and “I feel proud over
being an American/living in the U.S.,” X2 (1, N = 126) = 17.928, p < .001. When only “strongly
agree” was categorized as more likely to agree with the survey items (ML1), and “strongly
disagree,” “disagree,” and “agree” were categorized as less likely to agree with the survey
statements (LL1), significant relationships were found between identification pattern and the
survey items of “I have long-time life in the U.S. and know the culture here,” X2 (1, N = 126) =
8.960, p < .001; “I respect the diversity of the society,” X2 (1, N = 126) = 14.051, p < .001; and
“I am bicultural,” X2 (1, N = 126) = 2.007, p < .001.
As a result, the bicultural Chinese immigrant youths were more likely to perceive the
American identity and describe themselves as “having long-time life in the U.S. and knowing the
culture,” “respecting the diversity of the society,” “being bicultural,” “being bilingual,” and
“feeling proud over being an American/living in the U.S.” The strength of the significant
relationships was mostly.20 to .40, which indicates moderate associations between the
identification pattern and most of the characteristics of American identity (Rea & Parker, 1992).
Identification Pattern and Attitudes

Table 11 compares identification pattern and attitudes, including the attitudes that were
believed as important for being a good Chinese person and a good American. When the Likert
scales of “very important” and “extremely important” were grouped as more likely to feel the
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importance (ML) and the scales of “not important at all,” “of little importance,” and “of average
importance” were grouped as less likely to feel the importance (LL), there was no significant
relationship among the identification patterns and the attitudes that are important for being good
Chinese. Among the attitudes that are important for being a good American, a significant
relationship was found between identification pattern and survey item “Obey the laws and be
disciplined,” X2 (1, N = 126) = 6.125, p < .05. The interaction was moderate, φ=.220, p< .001,
(Rea & Parker, 1992). Participants who felt “only Chinese” were more likely to feel it was very
important or extremely important to obey the laws and be disciplined compared to the
participants who felt themselves “both Chinese and American.”

Table 11
Chi-Square of Identification Pattern and Attitudes
Survey Items

Be responsible

Be honest

Be humble

Be independent

Table continued on next page

Responses
LL/LL1

Identity Pattern
Separated Bicultural
Identity
Identity
---

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

χ2

ϕ

--

--

--

--

--

--

--

--
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Table cont. from previous page
Express opinions
straightforward but avoid being
offensive
Have strong will to succeed and
get ready to achieve the goals

Obey the laws and be
disciplined

LL1

LL/LL1

37
.9
10
-1.4
--

48
-.7
31
1.0
--

ML/ML1

--

--

ML1

4.332*

.185*

--

--

LL/LL1

1/20
13/56
6.125* /
.220**/
9.883**
.280*
-1.8/-1.6
1.4/1.2
1
ML/ML
46/27
66/23
.7/1.9
-.5/-1.5
Note. N = 126. *** p < .0001, ** p < .01, *p<.05; LL=less likely to feel the statement is
important (including options of “Not important at all,” “Of little Importance,” and “Of Average
Importance”), ML=more likely to feel the statement is important (including options of “Very
Important” and “Extremely Important”); LL1= less Likely to feel the statement is important
(including options of “Not important at all,” “Of little Importance,” “Of Average Importance,”
and “Very Important”), ML1=more likely to feel the statement is important (including the option
of “Extremely Important”); Standardized residuals appear in parentheses below group
frequencies.
Then, the five-point Likert scale was collapsed a second time. “Extremely important” was
categorized as more likely to feel important (ML1). “Not important at all,” “of little importance,”
“of average importance,” and “very important” were grouped as less likely to feel important
(LL1). The interaction between survey item “obey the laws and be disciplined” and identification
pattern was still significant, X2 (1, N = 126) = 9.883, p < .01. The strength of the relationship was
moderate, φ=.280, p< .05, (Rea & Parker, 1992). The separated participants were more likely to
feel it was extremely important to obey the laws and be disciplined compared with the bicultural
participants.
A significant relationship was also found between identification pattern and the survey
item of “express opinions straightforward but avoid being offensive,” X2 (1, N = 126) = 4.332, p
< .05. The relationship was weak, φ=.185, p< .05, (Rea & Parker, 1992). Participants with a
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bicultural identity were tended to slightly more feel it is extremely important to express opinions
straightforward but to also avoid being offensive than the participants with a separated identity.
Identification Pattern and Engagement
Table 12 compares the identification pattern and engagement. The Likert scales of “very
often” and “always” were first categorized as more likely to attend the activity (ML). “Never,”
“rarely,” and “sometimes” were categorized as less likely to attend the activity (LL). A
significant relationship was found between identification pattern and the activity of “travel with
friends,” X2 (1, N = 126) = 5.229, p < .05. The strength of the interaction was moderate, φ=.204,
p< .05, (Rea & Parker, 1992). Another significant relationship was between identification pattern
and the activity of “going to school and try to get good professional performance,” X2 (1, N =
126) = 7.904, p < .001. The strength of this interaction was moderate, φ=.250, p< .001, (Rea &
Parker, 1992). As a result, the bicultural Chinese immigrant youths were more likely to travel
with friends and go to school to get good professional performance than the immigrant youths
who felt that they were only Chinese but not American at all.
When “sometimes,” “very often,” and “always” were grouped as more likely to attend the
activity (ML1) and “never,” “rarely” were grouped as less likely to attend the activity (LL1), no
significant relationship was found between identification pattern and engagement.
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Table 12
Chi-Square of Identification Pattern and Engagement
Survey Items

Spend time with friends

Spend time with family

Have conversation with people
about other cultures or with
people from different cultures
Enjoy concerts, musical events,
or movies

Celebrate holidays with other
people

Travel with friends

Responses

LL/LL1
ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL

LL/LL1

33
1.2
39
-.9
14
2.0
33
-.9
--

14
-1.4
40
1.1
8
-1.6
71
.7
--

ML/ML1

--

--

ML
Go to school and try to get good
professional performance

LL
ML

Go to places where I can learn
something, such as museum, a
farmer's market, or exhibitions

Identity Pattern
Separated
Bicultural
Identity
Identity
---

χ2

ϕ

--

--

--

--

--

--

--

--

--

--

5.229*

.204*

7.904**

.250**

--

--

Note. N = 126. *** p < .0001, ** p < .01, *p<.05; LL=less Likely to frequently attend the activity (including
options of “Never,” “Rarely,” and “Sometimes”), ML=more likely to frequently attend the activity to do the
activity (including options of “Very Often” and “Always”); LL1= less Likely to frequently attend the activity
(including options of “Never,” and “Rarely”), ML1= more likely to frequently attend the activity (including the
options of “Sometimes,” “Very Often,” and “Always”); Standardized residuals appear in parentheses below
group frequencies.
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Identification Pattern and Knowledge

Table 13 compares identification pattern and the perceived importance of knowledge.
Likert scales of “much value” and “extreme value” were first categorized as more likely to value
the statement (ML). The scales of “no value,” “limited value,” and “average value” were
grouped as less likely to value the statement (LL). A significant interaction was found between
identification pattern and the knowledge of “how to act in front of elders,” X2 (1, N = 126) =
5.662, p < .05; “Chinese history,” X2 (1, N = 126) = 4.949, p < .05; and “American English,” X2
(1, N = 126) = 4.966, p < .05.

Table 13
Chi-Square of Identification Pattern and Knowledge
Survey Items

How to respect people

Chinese food and cuisine

Chinese family traditions

How to act in front of
elders

Responses

LL/LL1
ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL

6
-1.6
41
.9

25
1.3
54
-.7

ML
Table continued on next page

Table cont. from previous page

Identity Pattern
Separated
Bicultural
Identity
Identity
---

χ2

ϕ

--

--

--

--

--

--

5.662*

.212*
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Chinese language

Chinese history

LL/LL1

--

--

ML/ML1

--

--

LL

7

26

LL/LL1

-1.5
40
.9
7
1.7
40
-.5
--

1.2
53
-.7
3
-1.3
76
.4
--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

LL1

LL/LL1

37
2.0
10
-2.3
--

35
-1.5
44
1.7
--

ML/ML1

--

--

LL/LL1

--

--

ML/ML1

--

--

ML
American English

LL
ML

American values and
beliefs

U.S. laws

How to express opinions

Social cues (e.g. facial
expression, vocal tone,
body language)

American culture, custom,
and etiquette

American history

ML1

--

--

4.949*

.198*

4.966*

.199*

--

--

--

--

--

--

14.255***

.336***

--

--

--

--

Note. N = 126. *** p < .0001, ** p < .01, *p<.05; LL=less likely to value the statement (including options of
“No Value,” “Limited Value,” and “Average Value”), ML=more likely to value the statement (including
options of “Much Value” and “Extreme Value”); LL1= less likely to value the statement (including options of
“No Value,” “Limited Value,” “Average Value,” and “Much Value”), ML1= more likely to frequently attend
the activity (including the option of “Extreme Value”); Standardized residuals appear in parentheses below
group frequencies.

132
Based on this categorization, participants who believed themselves “only Chinese”
tended to be more likely to value the knowledge of “how to act in front of elders” and “Chinese
history” than participants who believed themselves as a combination of both American and
Chinese cultures. The strength of the relationship between identification pattern and the
perceived importance of “how to act in front of elders” was moderate, φ=.212, p< .05. The
strength of the relationship between identification pattern and the perceived importance of
“Chinese history” was weak (Rea & Parker, 1992), φ=.198, p< .05. Participants with a bicultural
identification pattern were more likely to value “American English.” The strength of the
relationship between identification pattern and the perceived importance of “American English”
was weak (Rea & Parker, 1992), φ=.199, p< .05.
The Likert scale of “extreme value” was grouped as more likely to value the knowledge
(ML1) and the scales of “no value,” “limited value,” “average value,” and “much value” were
grouped as less likely to value the knowledge (LL1) . Based on this categorization, one
significant relationship was found, which was between identification pattern and the perceived
importance of “social cues,” X2 (1, N = 126) = 14.255, p < .001. The separated participants were
less likely to value the knowledge of social cues – such as facial expression, vocal tone, body
language – than the bicultural Chinese immigrant youths. According to Rea and Parker (1992),
the strength of the interaction was moderate, φ=.14.255, p< .001.
In sum, for college-level Chinese immigrant youth, the identification pattern they went
through had relationships with the four areas of youths’ citizenship development. Compared with
Chinese immigrant youths who had separated identification and felt themselves “only Chinese,”
the bicultural Chinese immigrant youths were more likely to describe themselves with
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characteristics of American identity, such as “having long-time life in the U.S. and know the
culture here,” “respecting the diversity of the society,” and “being proud over being an American
/ living in the U.S.” In addition, the bicultural Chinese immigrant youths were more likely to
think it was important to have attitudes of “being family-oriented” and “expressing opinions
straightforward but avoid being offensive.” They were more often engaged in activities of
“traveling with friends” and “going to school and try to get good professional performance.” The
bicultural participants were more likely to value “American English” and “social cues (e.g. facial
expression, vocal tone, body language).” At the same time, compared to the bicultural Chinese
immigrant youths, those with a separated identity were more likely to “have a clear sense of the
ethnic background and what it means” in their ethnic identity, firmly believed that “obeying the
laws and be disciplined” is important and think highly of knowing “how to act in front of elders.”
Summary

This research showed these U.S. college-level Chinese immigrant youths developed their
citizenship with respect to both Chinese and American culture. Feelings of being influenced and
understanding the cultures were crucial for their perceptions of Chinese and American identities.
These Chinese immigrant youths had specific values and beliefs about good citizenship in
respect to their ethnic and national identities. Social and academic activities were the ways they
participated in civic life and what they believed was important for being good citizens living in
American society. There was knowledge valued by these college-level Chinese immigrants to
preserve their cultural heritage and adapt to American life. The level of the Chinese immigrant
youths’ ethnic identity and the identification patterns were related to citizenship development in
identity, attitudes, engagement, and knowledge.
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Significant positive correlations were found between the relationships among the level of
MEIM and the four areas of citizenship development with respect to Chinese culture. Using the
guideline Cohen (1988) provided for behavioral science to interpret relationships, the level of
MEIM (Roberts et al., 1999) was moderately related to the Chinese immigrant youths’ Chinese
identity and their value of the knowledge important for being Chinese. The MEIM (Roberts et
al., 1999) was weakly related to the Chinese immigrant youths’ attitudes regarding being a good
Chinese person and their engagement in social and academic activities. The component of
affirmation, belonging and commitment in MEIM (Roberts et al., 1999) had stronger
relationships with other variables compared to the component of ethnic identity search.
Whether they went through the bicultural identification pattern was related to certain
characteristics of citizenship development for these Chinese immigrant youths. Compared to
participants who had a separated identification pattern, the participants who reported a bicultural
identity were more likely to feel an American identity. They were more likely to hold attitudes
that were important for living in American society, be more involved in social and academic
activities, and value knowledge that could help them be a good American. Bicultural participants
showed better citizenship development compared to the separated participants. At the same time,
the bicultural participants did not feel as clear a sense of ethnic background and what it means
for them as the separated participants did. Bicultural participants also valued knowledge about
Chinese history and how to act in front of elder people less.

CHAPTER 5
DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

The present study examined the citizenship development of college-level Chinese
immigrant youths. It may help American educators concerned about civic preparation for
immigrant youths to rethink, reevaluate, and/or modify their current curriculum and
programming to provide better educational opportunities for their minority immigrant students.
The research findings showed that cultural values and beliefs were reflected in the development
of citizenship among these Chinese immigrant youths. The research also found the ethnic
identity level and how youths identified themselves as Chinese and American were related to
aspects of citizenship development in areas of identity, attitudes, engagement, and knowledge.
The final chapter of this dissertation first focuses on discussion of the research findings in
consideration of three major research questions. A short conclusion will be provided. The rest of
the chapter offers recommendations for the educational field and future research.
Discussion

This study had two research phases. In Phase I, MNGT focus groups were first conducted
with 36 college-level Chinese immigrant youths, including twelve international students, eight
permanent residents, four naturalized citizens, and twelve American-born Chinese. Then
fourteen participants were interviewed by telephone. They were four international students, three
permanent residents, two naturalized citizens, and five American-born Chinese. Most of them
had attended the MNGT focus groups. In Phase II, the study surveyed a national sample of 129
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college-level Chinese immigrant youths. The following section presents discussion of the
findings for the four citizenship developmental areas based on three major research questions.
Identity

Research question one explored how college-level Chinese immigrant youths identified
themselves as Chinese and American in the U.S. Data collected through MNGT focus groups
explored the specific features of the Chinese immigrant youths’ ethnic and national identity. It
was found that the Chinese immigrant youths constructed ethnic and national identities with
respect to Chinese and American cultures. This finding support previous literature about cultural
influences on youths’ identity development. Banks (2007) found that the ethnic community and
the national community influence youths’ identification. Researchers also contend that
immigrant youths have different identification patterns reflected by their feelings of belonging to
the ethnic culture and/or national culture (Berry et al., 1989; Phinney, 1992; Phinney & DevichNavarro, 1997). According the MNGT focus groups, for these Chinese immigrant youths,
“knowing and valuing Chinese culture” was a characteristic of both their Chinese and American
identities and “having long time in the U.S. and knowing the culture” was a characteristic of their
American identity. Participants in the one-on-one telephone interviews used most of the
characteristics similar to those generated by the MNGT focus groups to describe their Chinese
identity or American identity, except the characteristics of “genetically being Chinese,”
“politically being a Chinese citizen,” and “politically being an American citizen.” Although the
international students who were not permanent residents or politically being U.S. citizens, they
identified themselves as American. The American-born Chinese without any political connection
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with their home origins strongly identified themselves as Chinese and believed being Chinese
was more than being born to Chinese parents.
For these Chinese immigrant youths, their sense of belonging to the Chinese ethnic group
and the nation-state were about understanding the cultures, which is different from the
understandings of the national identity reported by research with youths from other ethnicities.
Previous research showed that citizenship status or the fact that they had been “raised up” in the
U.S. was important for their American identity among White, Latino, and Black college youths
(Rodriguez, Schwartz, & Whitbourne, 2010). However, these Chinese participants believed a
typical American identity included the characteristics of “holding values mostly from western
culture,” “being patriotic,” and “voting.” Different from the White, Latino, and Black college
youths, the Chinese immigrants saw themselves as American not because they grew up or live in
the U.S., but because they felt knowing the American culture, speaking American English, and
respecting the diversity of the U.S. society was more important. In addition, “Being patriotic”
and “voting” were not prioritized as characteristics of a typical American by the Chinese
immigrant youths.
Although understanding the culture was the most important thing for perceiving identity,
how these Chinese immigrant youths decided their positions among the Chinese and cultures was
a complicated psychological process. As previous researchers observed, individuals’
development is influenced by social, cultural, and historical contexts that a person lives/has lived
with (Bertelsen & Flanagan, 2005; Flanagan et al., 2012; Sherrod et al., 2002). These Chinese
immigrant youths’ identification patterns were influenced by their life experiences, immigration
status, immigration generation, and future plans to leave or stay in the U.S.
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Participants – including some of the international students and most of the permanent
residents, naturalized citizens, and American-born Chinese – went through bicultural
identification patterns. The international students who had spent several years in the U.S. feeling
accepted by local American people and having potential plans to stay in the U.S. tended to have
alternating or blended bicultural identities. These participants indicated that American culture
influenced their life from the diet and lifestyle to personality and beliefs. The first-generation
permanent residents and the naturalized citizens who came to the U.S. after age 11 tended to
have blended identity. They indicated that holding a green card or political citizenship made
them feel like American, but they preferred living the Chinese way of life, using the Chinese
language, and having Chinese friends around. Some 1.5-generation permanent residents tended
to feel half Chinese and half American when they had relatives mostly living in their home
country and had plans to go back. Other 1.5-generation immigrants identified themselves as
more like an American if they were naturalized citizens and had most of their family members
living in the U.S. The American-born Chinese were more likely to be bicultural. Their
attachment to the American society was relatively strong. At the same time, they felt influenced
and advanced by the Chinese culture.
According to the online survey, other than the bicultural participants, a large number of
the international students who came to the U.S. during college perceived themselves as only
Chinese and went through a separated identification pattern (see Table 2). During the interview,
one of the international student participants claimed he was “only Chinese.” He came to the U.S.
for a year to pursue a master’s degree and had a specific plan to go back to China after
graduation. He noticed that he started to smile to strangers and think about bringing some gifts to
friends if they invited him for dinner. These were some behaviors he learned from the American
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culture. In the conversation, he talked a lot about the cultural differences between China and the
U.S. Some of his observations were critical. For example, he said American students drink too
much during parties. He did not like this part of the culture, but he was reluctant to talk more
about it. His focus was on the cultural differences instead of how the American culture changed
his life. His perception was different from the bicultural participants.
The identification patterns of U.S. college-level Chinese immigrant youths included the
blended and alternating bicultural identification patterns and the separated identification pattern.
The cases of marginalized and assimilated identification patterns were few. This finding was
similar to previous results found among Mexican American and African American adolescents
(Phinney & Devich-Navarro, 1997). In Phinney and Devich-Navarro’s (1997) research, ethnic
identity was salient and positive for all the minority adolescents; however, American identity
differed significantly by identification pattern. Chinese minority immigrant students in current
research had strong ethnic identity across immigrant generations and status, but dynamic
American identity that was influenced by youths’ life experience, immigration status,
immigration generations, and plans to leave or stay in the U.S.
Two reasons may explain this phenomenon. On the one hand, as the rapid growth of
immigrant population in the U.S., the American society is increasingly diverse. It was more and
more unlikely for minority youths to assimilate to the American society without retaining a sense
of their ethnicity. On the other hand, minorities were able to see themselves as part of the
American society to certain extent. The degree of American identity varied due to participants’
social-cultural backgrounds. Phinney and Devich-Navarro (1997) found African American and
Mexican American adolescents associated the facts of being raised up or living in the U.S. or the
feeling of freedom with their American identity. For Chinese immigrants in current research,
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how they understand American culture was priorities as one of the most important characteristics
for their American identity. There is an opportunity to help minority immigrant youths gain a
kind of actively engaged citizenship through include their cultures in everyday curriculum and
respect their American identity based on their unique understandings of it.
Research question two explored the relationships between Chinese immigrant youths’
ethnic identity level and their Chinese identity. The ethnic identity level was measured by the
MEIM (Roberts et al., 1999). Significant correlations were found between the two variables. The
relationship was positive. More specifically, the component of affirmation, belonging, and
commitment was moderately related to the participants’ characteristics of being family-oriented;
respecting other people, especially the elder people; hardworking; and knowing Chinese culture
and associating that with behaviors.
These college-level Chinese immigrant youths had a higher-level ethnic identity (M =
3.18, SD = .43) compared to Chinese high school immigrant students in New York (M = 2.99,
SD = 0.27) (Yip & Cross, 2004) and Chinese immigrant adolescents in Canada (M = 2.99, SD
= .43) (Costigan et al., 2010). In this research, the participants scored higher in the component of
affirmation, belonging, and commitment (M = 3.27, SD = .46) than the ethnic identity
exploration (M = 3.05, SD = .47), which was similar to other Chinese immigrants reported by
Yip and Cross (2004) and Costigan et al., (2010). It was different from the Caucasian and
Latino/a adolescents’ ethnic identity (Anglin et al., 2012). Anglin et al. (2012) reported that
adolescents from both of these two ethnic groups scored higher in the component of ethnic
identity exploration than ethnic identity affirmation, belonging, and commitment.
Therefore in regard to the characteristics of the ethnic identity, the Chinese immigrant
youths valued and were proud of their ethnic culture. The more they perceived pride and
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confirmed their identity as Chinese, the more they were family-oriented, respected elders, were
hardworking, and felt the culture as a guide to their behaviors.
Research question three tested the relationships between identification pattern and
Chinese immigrant youths’ ethnic and American identities. Moderate positive associations were
found among identification pattern and the participants’ MEIM, Chinese identity, and American
identity. Considering the effect size, identification pattern was more strongly related to the
Chinese immigrant youths’ American identity. The bicultural participants were more likely to
describe themselves with the words that were prioritized by the MNGT focus groups as the
characteristics of an American identity for Chinese immigrants. The bicultural participants were
more likely to have longer time in the U.S. and to understand the American culture, respect the
diversity of the society, be bicultural and bilingual, and feel proud of being an American or
living in the U.S. This finding supports the findings of research question one. Identification
pattern was more related to American identity instead of the Chinese identity for these Chinese
immigrant youths.
There was no relationship between the identification pattern and most survey items of the
MEIM and Chinese identity. However, the bicultural participants were more likely to describe
themselves as “family-oriented” than the separated participants who felt as “only Chinese.” The
separated participants were more likely to strongly agree with the MEIM item, “I have a clear
sense of my ethnic background and what it means for me.”
In short, the current research supported that immigrant youths developed ethnic and
national identity with respect to their ethnic and national cultures. The Chinese immigrant youths
had strong ethnic identity, and an especially strong feeling of affirmation, belonging, and
commitment. The level of ethnic identity was positively related with the Chinese immigrant
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youths’ citizenship development. Bicultural Chinese immigrants perceived more American
identity rather than the Chinese identity compared to the separated ones.
Attitudes

Research question one explored how college-level Chinese immigrant youth hold
attitudes regarding good citizenship. Associated with Chinese identity and American identity, the
six MNGT focus groups prioritized two sets of attitudes that were important for being good
Chinese and/or American. Some of the attitudes were related to interpersonal skills and the
diversity of the society: “express opinions straightforward but avoid being offensive” and “being
aware of the diversity of the society and respect other people.” These attitudes were also found to
be important civic attitudes by other researchers (Anglin et al., 2012; Bogard & Sherrod, 2008;
Boket et al., 2009; Moely et al., 2002). The attitude of “working hard” is similar to the “work”
examined by Bogard and Sherrod (2008) among political-oriented attitudes. Other attitudes, such
as “to be family-oriented,” “to be honest,” “to be humble,” “to be open-minded,” “to be
independent,” and “to have strong will to succeed” were seldom mentioned as important attitudes
for citizenship in previous literature.
According to the interview, the participants wanted to preserve their traditional Chinese
cultural values such as being “family-oriented” and “hardworking.” Their intent to preserve their
culture was not from the expectations of their parents, but more from the perceived importance
of the Chinese culture for their identity and life. The first-generation immigrants mostly lived in
the Chinese way of life, preferred to use Chinese as their first language, and expanded their
personal social contacts with more Chinese friends. Some participants, especially the 1.5generation and the second-generation immigrants, felt they were advanced by knowing the
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Chinese culture and being able to associate their life with the culture. As a result, the attitudes
that helped them to be traditional Chinese were important.
In addition, to live and survive in the U.S. or other societies, the Chinese immigrant
youths believed that they should be productive and adapt to the local culture. The meaning of
“being productive” according to the interviewees consisted of the ideas generated by the MNGT
focus groups. The productive attitudes were “being responsible” for what they were working on
and “having a strong will to succeed and get ready to achieve the goals.” These attitudes were
important because the participants thought that only through holding these values would they
gain the means to help the needy and contribute to the society in the future. The intent of “being
adaptive” to the American culture included most of the attitudes important for interpersonal
communication and respecting diverse cultures.
For most of the MNGT and interview participants, there was a lack of attention to social
justice issues and political oriented attitudes. American researchers in the field of citizenship
development contend it is important to value civic attitudes to protect social justice, such as
“help[ing] to reduce hunger and poverty,” “speak[ing] up for equality,” and “mak[ing] a
difference in the community” (Bogard & Sherrod, 2008; Boket et al., 2009; Moely et al., 2002).
It is also important to have political awareness, such as being informed about the current events
and issues of the nation and community (Bogard & Sherrod, 2008; Moely et al., 2002). Although
these Chinese immigrant youths thought highly of respecting the diversity of the society and
contributed to the community through working, their civic attitudes regarding social justice and
political attitudes with an intention to live as informed citizens were not among their toppriorities as Chinese descendants living in the U.S. The most important civic attitudes for the
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Chinese immigrant youths were primarily the things which helped them to feel safe and
comfortable as immigrants living in the U.S.
Some of the attitudes were among the identity characteristics. For example, for Chinese
identity, it was important to hold the attitudes of “being knowledgeable and feeling pride of
Chinese culture and history,” “respecting family, friends, and elder people,” “working hard,” and
“being family-oriented.” As an American, it was important to “be open-minded,” “be aware of
the diversity of the society and respect other people,” and “be knowledgeable of American
culture.” Since these attitudes were already examined as the characteristics of participants’
identities, they were not included in the attitudes section in the online survey. Therefore, the
attitudes that were discussed in the following section were “being responsible,” “being honest,”
“being humble”, “being independent,” “expressing opinions straightforward but avoid being
offensive,” “having strong will to succeed and get ready to achieve the goals,” and “obeying the
laws and be disciplined.”
Research question two examined the relationship between MEIM and participants’
attitudes for being a good Chinese person. The components of affirmation, belonging, and
commitment were positively related to the Chinese attitudes, including being “responsible,”
“honest,” and “humble.” The component of ethnic identity exploration was only weakly related
to the attitude of being “humble.” This result supports Anglin et al.’s (2012) research with
Caucasians and Latinos about ethnic identity and civic attitudes. Anglin et al. found ethnic
affirmation, belonging and commitment were strongly related to most types of civic attitudes,
including attitudes toward civic action, interpersonal, problem-solving skills, political awareness,
and social justice attitudes. The current research supports the idea that there were values and
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beliefs associated with ethnic identity. They were especially associated with the feelings of
belonging, worth preserving, and pride in their ethnic culture.
Research question three explored the relationship between the identification pattern and
Chinese immigrant youths’ civic attitudes. It was found that being bicultural, or not, was related
to the attitudes of “expressing opinions straightforward but avoiding being offensive” and
“obeying the laws and be disciplined.” In the online survey, bicultural participants were more
likely to strongly agree that during interpersonal communication people should be
straightforward and avoid being offensive than the separated ones were. However, the bicultural
participants were less likely than the participants who had a separated identity to value the
attitude of “obeying the laws and be disciplined.”
The interview participants indicated that they thought “obeying the laws and be
disciplined” and doing nothing bad was the basic attitude for a good citizen. However, the
bicultural participants did not strictly stick to the rule of obeying laws and be disciplined. A large
portion of the bicultural immigrants did not agree or did not feel they strongly agreed that it was
important to obey the laws and be disciplined. In the interviews, when talking about the
differences between Chinese and American cultures, the participants observed the Chinese are
more disciplined, but Americans encourage people to think outside of the box. Adapting to
American culture with Chinese identity, the bicultural Chinese immigrants might be more critical
of the existing laws and being disciplined than the immigrants with separated identity.
Engagement

Research question one explored how college-level Chinese immigrant youths participated
in civic life in the U.S. It was found that the participants in the MNGT focus groups and the
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telephone interviews engaged in social and academic activities, but there was a lack of political
participation among the participants. Political activities such as working on campaigns, having
political conversations with parents, and encouraging somebody to vote were not among the
activities that made the Chinese immigrants socially connected with others or enjoy themselves.
According to the interviews, one of the reasons that Chinese immigrants were not
interested in politics was that they did not trust politicians and they did not believe they could
make changes. The lack of interest in politics was common among the younger generation. As
one of the second-generation interviewees observed, young people like her rarely have an
interest in politics in general unless they really have a big passion for government. The findings
support Chakera and Sears’s (2006) research with Canadian immigrant youths. In their research,
both immigrant and native youths felt voting had little or no impact on making changes. Another
reason might be the lack of media diversity in the U.S. One of the participants pointed out there
were not a lot of Asian figures or politicians in the media. People who lead the country and
appear in the media were not Asian Americans.
Stepick et al. (2008) conducted research with South Florida’s American immigrant
youths. They found that immigrant civic engagement is statistically similar to that of
nonimmigrants and that some civic activities that immigrant youths engaged in were overlooked
by traditional civic engagement measures. For example, in their research, immigrant youths used
their bilingual skills to help other immigrants and engaged in politically-related activities in
response to discrimination. The current research with Chinese immigrant youth partially supports
the previous research. These Chinese immigrant youths confirmed their participation in civic
activities such as donating, volunteering, and helping newer immigrants with their bilingual
skills.
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The civic activities were not prioritized by the MNGT focus groups as activities they
enjoyed. The activities that reached higher consensus were social and academic activities. Based
on the interviews, Chinese immigrant youths believed they were contributing to the well-being of
their communities through their social and academic activities. They believed that being socially
engaged in community life kept them mentally healthy. They enjoyed small gatherings with
family and friends. Having meals, playing games, or watching movies were common for their
social gatherings. Second, going to school or going to places such as museum or parks to learn
something were other important activities. Their engagement in academic activities was
consistent with the participants’ Chinese identity and attitudes. One of the characteristics of
Chinese identity that reached high consensus was “being well educated.” For the participants,
preparing oneself with knowledge and getting an education were the ways to become productive
citizens, through which they would have the means to help other people and contribute to
society. Although these activities were not traditionally defined as civic engagement, they were
specifically related to the immigrants’ life (Stepick et al., 2008). The current research showed
that the social and academic activities were closely related to the youths’ ideas of making a
positive impact on the communities and the larger society. They were the forms of engagement
that the Chinese immigrant youth used to participate in civic life, but are normally neglected in
research in civic engagement.
Research question two explored the relationship between the level of Chinese immigrant
youths’ ethnic identity and their engagement in various activities. The level of participants’
ethnic identity was positively related to their engagement in social and academic activities. More
specifically, engagement was related to the youths’ engagement in “spending time with family”
and “having conversation with people about cultures or with people from different cultures.” In
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addition, the exploration component was also positively related to youths’ participation in
activities with friends and going to school to get good professional performance. Different from
the relationships among ethnic identity and the youths’ Chinese identity and attitudes, the
component of identity exploration was more related to their citizenship development. The
relationships were small.
When the Chinese immigrant youths were interested in learning about their ethnic
culture, they were socially engaged and academically trying to work hard. Spending time with
family and friends and discussing cultural issues were the ways the participants learned about
their ethnic culture. Having an intention to explore ethnic culture happened together with
spending time on school and trying to get good performance. It could be a sign that the Chinese
immigrant youths with curiosity tended to be interested in exploring their ethnic culture and
identity.
Research question three asked about the relationship between identification pattern and
engagement. Compared to the separated participants, the bicultural participants in the online
survey were more frequently engaged in activities of “traveling with friends” and “going to
school and trying to get good professional performance.” The bicultural participants had more
capacity to spend time and money on traveling than the participants with separated identities. It
might be because the youths who had separated identities were mostly international students who
may not have the same financial support as the youths growing up or born in the U.S. More
demographic information is needed to understand the relationship between immigrant youths’
identification and engagement.
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Knowledge

Research question one explored what knowledge the Chinese immigrant youths felt
important for their citizenship development. The knowledge that was important for the
participants to be Chinese and American included civic literacy and skills. The literacy included
the Chinese and English languages; the history of China and the U.S.; Chinese traditional
cultures including food and cuisine and family traditions; American laws; American culture,
such as values, beliefs, and social cues. The skills included how to act in front of elders, respect
others, and express opinions.
Most of this knowledge, except American laws and history, may not be considered as
civic literacy and skills in previous research about civic knowledge (Coley & Sum, 2012; Lutkus,
et al, 1999; Torney-Purta et al., 2001). However, the knowledge is important for the Chinese
immigrant youths to live in the U.S. with a Chinese identity and an American identity. Both
Chinese and American English are important literacy skills for immigrants to learn about what is
happening around them or around the people that they felt connected to. Both Chinese and
American histories and cultures were crucial for the young people to interpret the information
they received through language. As a result, this knowledge may be considered as civic literacy
because through this knowledge the Chinese immigrant youths can become informed citizens
(Flanagan & Faison, 2001). According to the research findings of how Chinese immigrant
youths held attitudes toward good citizenship, the civic goals for the participants included being
productive and making small positive impacts on the society. The skills that were valued by the
Chinese immigrant youths were social and interpersonal skills since these skills prepare them to
fulfill their civic goals.
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Research question two explored the relationship between MEIM and the knowledge that
was important for being Chinese. In general, all of the knowledge examined as important for
being Chinese in the online survey was significantly positively related to both components of the
MEIM. When participants felt they belonged more, were proud of their ethnic identity, and
showed more interest in exploring their ethnic culture, they valued the Chinese knowledge more,
including “Chinese language,” “Chinese history,” “Chinese food and cuisine,” “Chinese family
traditions,” “how to act in front of elders,” and “how to respect people.” Most of the detailed
relationships were weak. Only the relationship of the component of affirmation, belonging, and
commitment and “Chinese history” as well as the relationship between this component and “how
to respect people” were moderate.
“How to respect people” was the knowledge prioritized by the MNGT focus groups as
important for being both Chinese and American. It can be regarded as a social skill for listening
and perspective taking, which had been included in definitions of civic skills by scholars
(Flanagan & Faison, 2001). However, ethnic history or world history were seldom included in
citizenship education in the U.S. Participants in the interviews confirmed that knowledge of
Chinese language was important because it was as part of their identity. The more the
participants felt good about their ethnic culture and belonging to the ethnic group, the more they
valued “Chinese history.” History might be similar to language associated with the immigrant
youths’ ethnic identity. Knowledge of history is not like language used in everyday life;
however, knowledge of history was more related to ethnic identity than language.
Research question three examined the relationships between identification pattern and
knowledge. The participants with separated identities and perceived themselves as only Chinese
were more likely to value the knowledge of “how to act in front of elders” and “Chinese history.”
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Instead, the participants with bicultural identities who felt themselves as both Chinese and
American were more likely to think “American English” and “social cues (e.g. facial expression,
vocal tone, body language)” had important value. As Greene and Torney-Purta (2005) found,
knowledge provides a foundation for attitude formation for youths. Different values regarding
knowledge are associated with different developmental paths of citizenship.
Knowledge of American English and social cues may help the bicultural Chinese
immigrant youths to be better adapted to American society. Participants who had separated
identity did not value “American English” and “social cues” as much as the bicultural students;
there was a barrier that kept them away from the real understanding of another culture. If they
were going to stay in the U.S. in their future life, such understanding will be necessary for them
to be a citizen of the American society. If they decided to go back to their home country,
understanding of American culture might be one of the reasons their parents sent them to the
U.S. to pursue high education. If they work and live in another society other than the U.S. or
their homeland country, knowledge of English and social cues would help them adapt to the new
environment. As one of American-born Chinese participant said, “I am a little more adaptive to
other sets of people and cultures. I am a little bit faster to pick up other languages as well as
details in other cultures.”
Bicultural participants did not value “Chinese history” and the skills of “how to act in
front of elders” like the separated participants did, which could cause problems. The bicultural
immigrants may not know how to communicate or keep good relationships with people back in
their home country or from their family origins. One 1.5-generation immigrant student came to
the U.S. when she was 11 years old. She had a plan of going back to China in the future.
Although she visited China several times, she found that what she did was not sometimes
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expected by her relatives and the ways her Chinese friends dealt with things was not what she
wanted to follow.
In sum, the current research supports social-psychology scholars’ beliefs that ethnic and
national cultures have a great influence on youths’ citizenship development (Bertelsen &
Flanagan, 2005; Flanagan et al., 2012; Sherrod et al., 2002). With the perceived belonging to the
Chinese ethnic group and the national community, the Chinese immigrant youths identified
themselves as Chinese or American based on shared traditions and understandings (Scott &
Lawson, 2001). They also held particular views about how a society should be organized and
what the good life may consist of (Scott & Lawson, 2001).
Some of this knowledge and activities have been neglected in traditional citizenship
preparation for immigrants (Stepick et al., 2008), so there are opportunities for American
educators to intervene in the process of citizenship development. They may help immigrant
youths acquire an integrated identification, form civic values respecting culture traditions of the
ethnic group and the larger society, engage in activities that reach beyond their immediate
friends and family, and learn knowledge and skills that associate with their multiple identities
(Banks, 2007; Malin et al., 2014).
Conclusion

This study generated four conclusions on Chinese immigrant youths’ citizenship
development.
The first conclusion is about Chinese immigrant youths’ identity development.
Understanding Chinese and/or American cultures was the key for Chinese immigrant youths to
perceive their Chinese or American identities beyond having political or genetic connections
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with the cultures. At the same time, their life experiences in the U.S., immigration status, and
potential plans to leave or stay in the U.S. influenced how youths identified themselves along
with the two cultures. The component of affirmation, belonging, and commitment of the MEIM
(Roberts et al., 1999) for these Chinese immigrant youths was associated more with the
characteristics of their Chinese identity compared to the component of identity exploration. In
addition, compared to participants with a separated identity, bicultural Chinese immigrant youths
were more likely to describe themselves with characteristics of American identity, but they were
less likely to have a clear sense of the meaning of their ethnic background. The research findings
support literature suggesting minority immigrant youths develop multiple and dynamic identities
with respect to the ethnic and national cultures (Banks, 2008; 2007; Berry et al, 1989; Phinney &
Devich-Navarro, 1997). The research provides new information on specific characteristics of the
Chinese and American identity for immigrant students and how identities are related to
citizenship development.
The second conclusion is about attitudes these Chinese immigrant youths held in regard
to good citizenship. With respect to Chinese and American culture, the Chinese immigrant
youths thought highly of the traditional values of the Chinese culture and the values that are
important for them to live in American society. The Chinese immigrant youths used the attitudes
to guide their personal behaviors so that they could make positive impacts on the well-being of
their communities and the larger society. Although there was a lack of confidence and attention
to making political changes to maintain social justice, these Chinese immigrant youth tried to
influence society by being self-regulated and productive citizens. Positive and significant
relationships were found between Chinese immigrant youths’ ethnic identity level and their
citizenship development. The component of affirmation, belonging, and commitment of the
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MEIM (Roberts et al., 1999) was more related to the attitudes important for being Chinese
compared to the component of ethnic identity exploration. Bicultural participants were more
likely to value the attitudes of “express opinions straightforward but avoid being offensive” and
be critical about “obeying the laws and being disciplined.” The current study supports that
minority youths have the intention to protect the diversity of their society (Anglin et al., 2012). It
also adds new knowledge regarding values that are important for minority immigrant students
but often neglected by previous research (Bobek et al., 2009).
The third conclusion is about Chinese immigrant youths’ engagement in various
activities. These Chinese immigrant youths engaged in social and academic activities, which
helped them maintain a healthy way of life and have the means to fulfill their good will as
citizens in the society. The more participants wanted to explore their ethnic identity, the more
they were involved in activities of spending time with friends and family as well as having
conversations with people about cultures or with people from different cultures. Compared to
separated participants who identified themselves as only Chinese, the bicultural participants were
more likely to travel with friends and go to school to get good professional performance. The
findings support that there was lack of participation in political activities among immigrant
youths (Lopez & Marcelo, 2008); however, they engaged in various types of civic activities,
such as helping the needy and volunteering in communities (Stepick et al., 2008). The research
adds new information on immigrant youths’ engagement in social activities and academic
activities as well as how these activities are associated with their identities.
The fourth conclusion is Chinese immigrant youths valued certain knowledge based on
their Chinese and American identities. Knowledge about culture, history, and communication
skills were important for these Chinese immigrant youth. The component of affirmation,
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belonging, and commitment of the MEIM (Roberts et al., 1999) was related more to “Chinese
history” and “how to respect people” compared to other relationships between ethnic identity and
the youths’ value of the knowledge. The bicultural participants who felt themselves as both
Chinese and American were more likely to think “American English” and “social cues (e.g.
facial expression, vocal tone, body language)” had important value compared to participants with
separated identification patterns. Therefore, there is knowledge valued by immigrant youths
excluded from conventional citizenship education and assessment (Bobek et al., 2009; Coley &
Sum, 2012; Moely et al., 2002; Torney-Purta, 2002).
Recommendations

Cultural theorists suggest that a nation can be composed of individuals with various
cultural backgrounds and maintain the unity of the national community (Banks, 2008; Parker,
1999). In a democratic society, marginalized cultural groups deserve the experience of engaged
citizenship with strong national identity (Banks, 2015). Immigrant students, as one of the
marginalized groups, need civic preparation that can help them to function well in the cultural
communities, the nation-state, and the global community (Banks, 2008). The current research on
college-level Chinese immigrant youths provides youths’ voices about their life experiences and
understanding of citizenship. It shows that these immigrant youths’ multiple and dynamic
identities, values and beliefs regarding good citizenship and their ways of engagement in civic
life as well as their values and knowledge need to be recognized in citizenship education in the
U.S. Based on the above discussion and conclusions, recommendations are provided for the
educational field and for future research.
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Recommendations for the Educational Field

Ethnic identity was salient for most of these college-level Chinese immigrant youths, no
matter if they were first-generation, 1.5-generation, or second-generation. The values and beliefs
about the Chinese culture were reflected in the development of citizenship among these collegelevel Chinese immigrant youths. They valued family, respect for elderly people, diligent work,
and making a positive impact on the society through self-regulation and personal success.
American educators and youths from other ethnicities who are not familiar with Chinese and
other Asian cultures may learn about these values and beliefs so they may have a better
understanding of the Chinese immigrants in their classes. Respecting and studying other cultures
may broaden the educators’ and students’ views of what good citizenship may consist of for
different people. It is important for sustaining democracy in the American society. In this way,
diversity becomes as an aid to democracy rather than a threat (Parker, 1996; Gutmann, 2003,
2004).
The current study also found the sense of American identity for immigrant youths was
beyond political citizenship and genetic relationship. When the Chinese immigrant youths feel
they understand the American culture, they may feel themselves as somewhat American.
Participants included international students, permanent residents, naturalized citizens, and
American born Chinese who recognized themselves as bicultural and having both Chinese
identity and American identity. At the same time, ethnicity was always part of the national
identity for the immigrant youths. They described the characteristics of their American identity
as “respecting diversity of the society,” “being bilingual,” “being bicultural,” and “knowing
Chinese culture and incorporate that in daily life.” The American identity for them also included
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characteristics of “having long-time life in the U.S. and knowing American culture,” “focusing
on individual and freedom,” and “being proud over being an American.” The Chinese immigrant
youths believed as Americans, they should “be independent,” “express opinions straightforward
but avoid being offensive,” “have strong will to succeed and get ready to achieve the goals,” and
“obey the laws and be disciplined.” These Chinese immigrant youths engaged themselves in
social and academic activities and believed they can make positive impacts on the society
through their activities. These ideas add new knowledge about American identity and civic
attitudes. American educators should rethink what an American identity might include and what
can be added to civic education in the U.S. when the voice of minority immigrant students are
considered.
More importantly, American educators can think about the gaps of civic preparation for
immigrant students. Although minority immigrant youth populations are increasingly becoming
citizens of the American society, they often lack political efficacy and fail to attain engaged
citizenship (Banks, 2015). A large number of the Chinese immigrant youths, especially
international students who came to the U.S. during college, claimed they were only Chinese and
not American at all. Although more participants felt somewhat American, many of them felt
unable to make political changes and showed no interested in political activities.
Because of the globalization, these immigrant youth may stay or leave the U.S. They may
go back to their home countries or go to other places in the world. No matter where they may
make a living in the future, life in the U.S. is crucial for them to learn how to be a citizen of the
global society. As one Chinese international student said: “Inside I am still Chinese. However, I
came here at an age I am developing all of the values about the world. America really changed
me a lot.” American educators should understand they are not only preparing citizens for the

158
U.S.; they also are cultivating citizens for the world. What the immigrant students learn from
their American educators about how to live as citizens might be brought to places all over the
word and influence other societies.
Educators, especially those in K - 12 settings, should think about providing support for
minority immigrant students for citizenship development. They can integrate knowledge of
ethnic language, history, and other cultural elements into the curriculum. The 1.5-generation and
second-generation immigrants mentioned Chinese language –including speaking, reading, and
writing – was important for their identity. Writing Chinese was especially difficult for these
participants. Several participants indicated that they felt they had missed something in their
identity because they cannot write in Chinese. The current research also showed that the stronger
the Chinese immigrant youths perceived their ethnic identity, the more they valued knowledge of
Chinese history.
Language and history were important for maintaining the ethnic identity for these
Chinese immigrant youths and for making sense of information related to their ethnic group. The
more the participants wanted to explore the ethnic culture, the more they engaged in the activities
of spending time with friends and family, having conversations with people about cultures or
with people from different cultures, and going to school and trying to get good professional
performance.
In addition, it is important for schools to create an inclusive culture for immigrant
students. Students should not be separated based on their language proficiency. Schools may
consider giving ELLs choices on how much time they would like to spend with students like
themselves and with students in regular classrooms. The ELLs should be encouraged to take
classes with “normal” students and learn to function “normally”. Second, school curriculum
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should be revised to promote better social connections with today’s Chinese or other Asian
immigrant students. For example, social studies educators can try to represent Asian American
history more accurately (Suh et al., 2014).
Through the current research, American educators can learn about how ethnic culture
influences youths’ citizenship development. Educators can think about what good citizenship
may consist of for people from another culture. There is space to broaden the meaning of
American identity and citizenship for immigrant students, which is important to maintaining
democracy in the U.S. and for cultivating future citizens of the world. Immigrants with different
developmental paths have different needs. Educators should adjust their curriculum based on
who is in their classrooms. The most important thing for American schools and educators is to
include minority immigrant students in the daily school operations and in curricula that are
relevant to civic preparation.
Recommendations for Future Research

The following recommendations may provide potential ideas for future research activities
relevant to citizenship development and minority immigrant students.
1: Future researchers may consider using the MNGT focus group technique to collect
data from participants who are geographically dispersed. In this research, the six MNGT focus
groups were all conducted in an online environment. Participants were able to answer MNGT
questions at their convenience using online questionnaires with the researcher staying online to
provide technical support. The researcher communicated with participants through email. The
participants were reminded that the researcher was waiting for the responses while he or she was
answering the questions. The idea generation step of MNGT had a live atmosphere through a
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presentation by the researcher. The participants focused on the MNGT questions and generated
ideas without disturbing their personal affairs. The discussion and clarification of ideas and the
prioritization of ideas happened about one to two weeks after all members of the six groups
finished the idea generation step. In these two steps, participants were allowed to have enough
time to read the ideas generated by the group members, process their thinking, and provide new
ideas or prioritize the ideas. The current MNGT was a useful method to collect participants’
opinions and to develop a list of ideas that reached higher-level consensus among the
participants.
2: Future research focusing on citizenship education could utilize mixed methods
research. Citizenship is a complex phenomenon (Banks, 2007; Enslin, 2000; Sherrod, Flanagan,
& Youniss, 2002). To pursue a comprehensive understanding of the development of citizenship,
researchers could triangulate the findings from both qualitative and quantitative methods so that
one method can inform the other. For example, according to the MNGT focus groups, being
genetically Chinese and being politically Chinese or American were among the characteristics of
Chinese or American identity. However, participants in the interviews claimed they identified
themselves as Chinese or American because they felt their life was influenced by the cultures
and they felt they understood the cultures. International students who were not politically
American felt they were somewhat American after spending several years in the U.S. The
American-born Chinese claimed they were Chinese because they had the Chinese culture in their
identity. According to the interviews, participants with different developmental paths may have
different identification patterns. Statistical data helped to explain the differences between the
bicultural youths and the separated youths. Bicultural Chinese immigrant youths were more
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likely to respect diversity of the society and embrace a more balanced development of
citizenship.
3: Future research could examine how identification patterns are related to youths’
demographic characters. The qualitative data showed that participants’ life experiences in the
U.S., immigration status, and plans to stay or leave the U.S. influenced how they saw themselves
with allegiance to the Chinese culture and American culture. Although the current research
recruited participants from a national sample of Chinese immigrant youths instead of focusing on
particular states or regions, the sample was relatively small with a limited number of 1.5generation immigrants who came to the country during the elementary and middle school. The
relationships between the youths’ demographic characters and their identification pattern might
be explored in future research with more balanced participation from different generations.
4: Future research endeavors can be given to the comparisons among ethnic groups.
Immigrants are joining American society throughout the world. Chinese individuals represent
only one Asian ethnic group. Although some of the current research findings might be useful to
understand immigrant youths’ life and beliefs, more research on citizenship development with
immigrant youths from other ethnicities would help people to understand the pluralism of
American society.
Summary

The present study recruited more than 165 college-level Chinese immigrant youths (ages
18-25) to identify 1) how college-level Chinese immigrant youths in the U.S. develop their
citizenship, 2) the relationships between the level of Chinese immigrant youths’ Multigroup
Ethnic Identity Measure (Roberts et al., 1999) and the four features of citizenship development,
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and 3) the relationships between Chinese immigrant youth’s identification patterns and their
citizenship development. The MNGT focus groups, one-on-one telephone interviews, and online
survey were used to collect data.
Findings demonstrated that to what extent Chinese immigrant youths felt they understood
the culture was the most important feature for their Chinese and American identities, which was
beyond political and genetic relationships. Associated with the Chinese and American identities,
the participants believed they should respect both Chinese and American cultural values and try
to make positive impacts on society through preserving their traditional cultures as well as
adapting to the American society. The Chinese immigrant youths engaged in social and academic
activities, both of which were believed to be related to their contribution to the wellbeing of the
society. In addition, knowledge including ethnic and American cultures, languages, and histories
as well as social and interpersonal skills were valued by the Chinese immigrant youths.
Spearman's Rho analyses showed significant relationships between the level of MEIM and
citizenship development in areas of the Chinese identity, Chinese attitudes, engagement, and
Chinese knowledge. Chi-square of independence analyses showed being bicultural, or not, was
related to citizenship development and that the participants who were bicultural showed better
citizenship development in the U.S. than the participants with separated identification pattern.
Several recommendations were proposed for the educational field and future research.
American educators and schools should think about broadening their views on what American
identity and good citizenship may consist of by considering the voices of the minority immigrant
youths. They could think about potential curriculum adjustments to provide better citizenship
preparation for the immigrant youths and to help them function well in their ethnic group, in the
American society, or in the increasingly globalized world. Providing an inclusive culture during
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curriculum development and in schools’ daily operations may help the immigrant youths gain a
kind of successful citizenship (Banks, 2015). Researchers may think about doing research
utilizing the MNGT with geographically dispersed participants; designing mixed methods
research to understand the citizenship development of immigrant youths; examining the
relationships between youths’ identity development and demographic characters further; and
exploring citizenship development with immigrant youths from diverse ethnic groups.
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METHODOLOGY FLOWCHART

Individual
Telephone
Interview

MNGT Focus
Group

Phase I

RQ 1: How do Chinese immigrant
youths in the U.S. develop their
citizenship?

Online survey

Phase II

RQ 2: Are there relationships
between the level of Chinese
immigrant youths’ Multigroup
Ethnic Identity Measure
(MEIM) (Phinney, 1992) and
four features of citizenship
development?
RQ 3: What are the
relationships between Chinese
immigrant youth identification
pattern and their citizenship
development?

APPENDIX B
MNGT QUESTIONS

177
1. How would you describe the characteristics (e.g. attitude, behaviors, and beliefs) of yourself
as Chinese living in the U.S.? (Identity)
2. How would you describe the characteristics (e.g. attitude, behaviors, and beliefs) of yourself
as an American with Chinese heritage? (Identity)
3. What attitudes do you think you need to have to be a good Chinese? (Attitudes)
4. What attitudes do you think you need to have to be a good American / to live in the U.S.?
(Attitudes)
5. What do you do to connect socially with other people? (Engagement)
6. What events do you usually attend that make you feel good about yourself (Engagement)?
7. What do you think you need to know to be Chinese? (Knowledge)
8. What do you think you need to know to be an American/ to live in the U.S.? (Knowledge)
9. What make a person Chinese?
10. What make a person an American?
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Intro Script:
Thank you very much for taking the time to talk with me today. As we have mentioned,
we are exploring the cultural influences on college-level Chinese immigrant students. Your
insights will help us to better understand the how being Chinese descendants and living in the
U.S. influences college-level Chinese immigrant youth citizenship development. For the
questions I’m about to ask you, please answer in as much detail as possible, and share any
associations or connections that may occur to you while you are speaking.
1. Could you please tell me something about yourself, such as how old are you, where were
you born, and when did you or your family come to the U.S.?
2. Why did you or your family come to the U.S.?
3. How do you ethnically identify yourself?
4. How do you describe your ethnic culture?
5. If one represents closest to your ethnic group and five represents closest to the national
state, where are you on the scale of one to five? Why?
6. What are your experiences of being a Chinese descendant and living in the U.S.?
7. How does the fact of being a Chinese descendant and living in the U.S. influence the way
you look at yourself?
8. How do your life experiences influence your attitudes toward how to be a good citizen?
9. How do you think belonging to an ethnic group influences your engagement in activities
that may keep you socially involved in community life in the U.S.?
10. Are there certain kinds of knowledge about living as Chinese in the U.S. that you feel are
important? Why?
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Online Survey
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